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ABSTRACT 
A STUDY OF THE IMPACT OF CHILDHOOD 
EXPERIENCES ON SECONDARY SCHOOL TEACHERS 
WHO ARE ADULT CHILDREN OF ALCOHOLICS 
SEPTEMBER 1990 
MORRIS G. FRANK, B.A., UNIVERSITY OF CONNECTICUT 
M.S., CENTRAL CONNECTICUT STATE UNIVERSITY 
C.A.G.S., SOUTHERN CONNECTICUT STATE UNIVERSITY 
ED.D. UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor R. Mason Bunker 
Statement of Purpose 
The purpose of this study was to explore through in- 
depth interviewing the impact of childhood experiences on 
secondary teachers who were raised in alcoholic homes, 
and to raise the awareness of school administrators and 
secondary teachers about the characteristics of Adult 
Children of Alcoholics (ACoAs). This research examined 
how those experiences influenced teachers' feeling of 
self, their interpersonal relationships, and their lives 
in the school workplace. 
The Process 
Thirty-three teacher volunteers were drawn from 
three large secondary schools in the Commonwealth of 
Massachusetts. All participants were asked to be 
interviewed about their childhood experiences, supply 
v 
► 
family background data, take an Attitude Audit 
Questionnaire, and a Gregorc Style Delineator. All 
participants names were coded to protect the rights and 
welfare of the volunteers. Their principals were asked 
to identify which teachers on their staff were the most 
controlling, which teachers viewed the world in terms of 
black or white, who were the most sensitive to criticism, 
the most isolated, the most responsible, and who most 
desperately want to please. 
The Findings 
Of the thirty-three volunteers, twenty-six teachers 
self-disclosed in their interviews that they had grown up 
in a home where there was at least one parent who was a 
problem drinker. Those ACoAs were affected by their 
childhood experiences and continue to use past survival 
tactics in their adult lives. Data suggests that these 
adults experience problems in interpersonal relationships 
with their peers and their supervisors. These teachers 
did not respond in positive ways to their principals, 
appeared more serious than their colleagues, less 
trusting of their supervisors, and were more rigid in 
their attitudes and behaviors than non-ACoA teachers in 
the study. 
Conclusions 
ACoA teachers work in the secondary schools of 
Massachusetts, and they.exhibit similar symptoms and 
vi 
behaviors to ACoAs in other professions. Data suggests 
that a significant number of ACoAs may exist in every 
secondary school. If so, large numbers of ACoAs in a 
secondary school could negatively effect teacher morale 
in that school. 
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CHAPTER 1 
INTRODUCTION 
The purpose of this study is to examine the 
childhood experiences of secondary educators who are 
adult Children of Alcoholics (CoAs), in order to assess 
the affect of those experiences on their professional 
lives and to raise the awareness of school administrators 
and teachers concerning the characteristics of ACoAs. 
Prologue 
My mind is not, indeed, a blank slate concerning the 
research questions of this study. In fact, my interest, 
values and my long-time involvement with this research 
question are the instigators for this study. My 
professional career has included teaching at the 
elementary and secondary level and administrating 
secondary schools for several years. Additionally,tI had 
the opportunity to develop and implement educational 
programs for chemically dependent adolescents and their 
families. 
During these years, I observed, and came in contact 
with many teachers who were raised in alcoholic families. 
» 
Some of the observations and conclusions were not 
scientific but were helpful in focusing my interest in 
the phenomena of effect on a teacher's professional life, 
for those who were raised in,an alcoholic family. Some 
of the non-scientific observations were: many secondary 
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teachers, unlike elementary teachers did not respond in 
positive ways to students and supervisors; those 
secondary teachers used less humor in the classroom than 
did elementary teachers; they appeared more serious, more 
anxious, less trusting of their principals than 
elementary teachers; those secondary teachers were less 
flexible than elementary teachers; secondary teacher 
lounges were not happy places to visit as compared to 
elementary teacher lounges. A time passed, I began to 
speculate about the reasons for these observations. 
It occurred to me, that many secondary teachers had 
shared that they currently or in the past had a 
significant relationship with a problem drinker or that 
they had been raised in an alcoholic family. Was there a 
connection between my observations and the fact that many 
of these teachers were the adult children of alcoholics 
(ACoAs)? 
To pursue these suspicions, I studied the dynamics 
of chemically dependent families while employed with the 
Mediplex Corporation. There, I had the opportunity to 
personally discuss these observations and my conclusions 
regarding ACoA teachers, with experts in the field. They 
included: J. Woititz (April 18, 1983), C. Black 
(September 15, 1983), S. Wegscheider (February 7, 1984), 
R. Ackerman (March 15, 1984), L. Bissell (October 19, 
1984), E. Morehouse (October 19, 1984), M. Chafetz 
2 
(December 10f 1984), R. Mullaly (January 6, 1985), T. 
Perrin (January 20, 1985), and C. Whitfield (March 10, 
1985). 
Late in 1984, I was asked to serve as a consultant 
to the Massachusetts Teachers Association, to develop a 
program to help teachers and their families with drinking 
problems. As part of the program, I interviewed twelve 
(12) secondary teachers who, as it turned out, grew up in 
alcoholic families. 
These twelve (12) teachers were referred to me for 
family assistance programs. They were all teachers that 
had a family member with a significant drinking problem. 
All MTA members were obligated to be interviewed before 
services could be considered for their family members. 
After the interviews were completed, an analysis 
showed that these teachers, unlike as they were in so 
many ways, shared some common characteristics. Among 
these were: their experiences of being raised in an 
alcoholic home; their inflexibility and rigidity; their 
addiction to routine and order; their coldness, 
isolation, argumentative nature, excessively skeptical 
and harshly critical behavior. 
The study is begun, then, with the recognition of a 
long time "vested interest" in its outcome by the 
researcher not for the outcome to take one direction or 
another, but in order to search out the data which will 
/ 
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another, but in order to search out the data which will 
help us to understand the impact of childhood experiences 
on secondary teachers who are ACoAs. These data may 
provide secondary administrators with useful guidelines 
for hiring and retaining secondary teachers who are 
motivated and psychologically healthy people, and make 
fellow teachers aware of the influence of parental 
alcoholism on the teachers' feeling of self and their 
adult behavior. 
Definition of Terms 
Adult Children of Alcoholics are adult individuals 
who grew up in an alcoholic family system. They were 
born into the alcoholic family and from the beginning 
that system inhibited their development as healthy human 
beings. The symptoms and behaviors of adult children of 
alcoholics are directly related to the experiences of 
being raised in an unsafe, dysfunctional family system. 
Alcoholism is drinking too much, too often. It is 
permitting alcohol to play an inordinately powerful role 
r 
in a person's life (Chafetz, 1979). 
. - ...... _ .. .„...___ 
The Alcoholic Family is a family in which the 
members are confronted in their day—to—day interactions 
of family life, with one or more parents exhibiting 
alcoholic behavior. Put simply, the alcoholic family is 
a family where the disease of alcoholism has affected the 
W3y the family system operates. The alcoholic family 
'i 
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system operates in a way that limits and controls the 
actions and emotions of individual family members. 
Secondary Teachers are persons in a secondary school 
who spend more than half of their working day, occupied 
in instruction of students. Included in this study would 
be guidance counselors, librarians, and full-time 
certificated teaching assistants. 
Background of the Study 
In this section the researcher will discuss the 
relationship of this study to the present stream of 
educational knowledge. This study will add to our 
present knowledge because it looks at areas of teacher 
behavior and personality characteristics that have not 
been investigated in any previous study. Very little 
light has been thrown upon the affect of alcoholism on 
children who later become teachers. Only recently has 
our knowledge of the effects of alcoholism on the family 
expanded because many therapists have learned to ask 
their patients questions designed to elicit information 
about the presence of alcoholism in their families. 
Alcoholism hurts us all. But those hurt most are 
the children of alcoholics. Children's lives are 
devastated by the family secret, a secret of devastation 
which often takes a lifetime to repair, if it is repaired 
at all. Adult Children of Alcoholics (ACoAs) grow up 
with distorted views of themselves and with poor self- 
5 
Parents in alcoholic homes are models of 
inappropriate behavior; for example, they are often 
erratic and violent, acting out their feelings on one 
hand and completely repressing their feelings on the 
other. Isolated by their own denial mechanisms, children 
of alcoholics learn survival roles that disavow the pain 
inflicted by otherwise unacceptable behavior. Lacking 
healthy role models, ACoAs learn patterns'of behavior 
that dissociate thinking, feeling, and acting out 
patterns, they may not recognize this until many years 
later. 
The impact of growing up with alcoholism in the home 
pervades every aspect of adult life. It influences 
feelings of self, relationships, and one’s ability to get 
things done, in the home, society, or work environments 
(Woititz, 1987). The experience of growing up in an 
alcoholic home is not as rare as we once thought it was. 
According to a 1985 Gallup Poll, nearly one of every 
three people surveyed reported that alcoholism had been a 
problem somewhere in their families. Moreover, recent 
research indicates that thirty (30) pillion Americans are 
Children of Alcoholics (CoAs) (Wegscheider, 1985). 
While one person in three lives or has lived in a 
family in which there is substance abuse, experts 
estimate that an even greater proportion of helping 
professionals, including teachers, are ACoAs (Downing and 
6 
Walker, 1987). Helping others is a natural and an easy 
role for ACoAs, because they were often asked to be 
caretakers at an early age. It only makes sense that a 
large number of ACoAs would find their way into the 
teaching profession. 
For those teachers affected by growing up in 
alcoholic homes, their early childhood experiences shaped 
them in ways that they may not be aware of. These early 
experiences in alcoholic homes may have caused them to 
develop attitudes and beliefs about students and 
supervisors which actually impede the school's mission to 
foster an environment designed to nurture students' 
intellectual growth and development. 
Educators who grew up in an alcoholic home may not 
realize the profound impact that it had on their personal 
L 
and professional lives. No one who lives or has lived in 
close proximity to an alcoholic is unaffected 
(Wegscheider-Cruse, 1985). Some of the problems that 
result include: marrying an alcoholic, having difficulty 
trusting others, experiencing poor quality interpersonal 
9 
relationships, suffering high states of anxiety, rescuing 
others from the consequences of their own behavior, and 
becoming super-responsible. These characteristics may 
not become evident until the ACoA is in their 30s or 40s 
or even later; but problems are almost certain to appear 
in one form or another in their personal and professional 
7 
interactions (Black, 1982). Woititz (1987) has examined 
ACoAs in such professional as medicine, nursing, 
psychology, counseling, and social services. No one has 
examined ACoAs who are secondary teachers. 
Statement of Purpose 
In this section the writer will discuss the purpose 
of the study and the appropriate steps to achieve the 
aims of the research. In addition, the researcher will 
identify the primary questions to be answered by the 
study. 
The purpose of this study will be to explore through 
in-depth interviews the impact of childhood experiences 
on secondary teachers who grew up in alcoholic homes and 
to raise the awareness of school administrators and 
secondary teachers about the characteristics of ACoAs. 
The research will examine how those experiences have 
influenced the teachers' feelings of self, their 
interpersonal relationships, and their lives in the 
workplace. 
An analysis of the transcripts of in-depth 
* 
phenomenological interviews of a sample of secondary 
teachers in the Commonwealth of Massachusetts, some of 
whom are children of alcoholics, will provide the data 
for this study. Selection of the participants will be 
based on volunteerism. The interview sample will include 
8 
a range of ages, teaching specialties and experiences, 
family histories, birth order, and employment locations. 
The following research questions will guide this 
study: 
1. To what extent do secondary teachers who are 
ACoAs share common characteristics with ACoAs 
in other occupations? 
2. How do secondary teachers who are not ACoAs 
differ from their ACoA colleagues? 
3. How do secondary teachers who are ACoAs 
describe their up-bringing? 
a. How do secondary teachers who are not 
ACoAs describe their up-bringing? 
4. How do secondary teachers who are ACoAs 
describe what its like to be a teacher? 
a. How do secondary who are not ACoAs 
describe what its like to be a teacher? 
5. How do secondary teachers who are ACoAs 
describe what their childhood experiences mean 
in their lives? 
a. How do secondary teachers who are not 
ACoAs describe what their childhood 
experiences mean in their lives? 
6. Is there any correlation between the subjective 
personal anecdotal observations of supervisors 
and the self-reporting qualitative responses of 
ACoAs, using the Gregorc Style Delineator? 
» 
7. To what extent are ACoAs alike in their 
responses to the Gregorc Style Delineator? 
a. To what extent are non-ACoAs and ACoAs 
alike in their responses to the Gregorc 
Style Delineator? 
8. What does an administrator need to know about 
the characteristics of secondary school 
teachers who are ACoAs? 
9 
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Background of the Problem 
In this section the author will examine the issue of 
ACoAs in the teaching profession and its significance to 
teachers' behaviors and relationships with their 
supervisors and students. 
While the literature has examined ACoAs in the 
workplace (in the field of nursing, medicine, counseling 
and law) there have not been any studies which looked 
solely at ACoA teachers. 
A search of the literature reveals that there have 
not been any occupational studies of ACoAs, other than 
the Woititz study (1987). One of the original 
assumptions of the Woititz study, was that ACoAs are 
found in predominately stressful occupations. However, 
this assumption was not sustained by her findings. 
i. 
The anecdotal material found in the Woititz study 
demonstrated that, regardless of occupational choice, the 
qualities inherent in being an ACoA predominate. In 
addition, the findings indicated that stress was created 
by the ACoA, even when it was not inherent in the job 
description. This study will try to determine if these 
qualities are also true of ACoA secondary teachers. 
All people, whatever their backgrounds, are 
influenced by their pasts (Grossnickle and Thiel, 1988)• 
Normally, conflicts and coping mechanisms are replaced 
over the course of their lives. ACoAs, however, are 
N 10 
especially vulnerable to the pull of past experiences and 
past survival tactics and tend to hold on to them 
(Ackerman, 1978). Many ACoAs continue to function 
emotionally as children in their adulthood, still under 
the painful influence of the families in which they were 
raised. 
People who grow up in alcoholic homes have similar 
symptoms and behaviors as a result of that common 
experience which is very different from those individuals 
raised in healthier family systems (Kritsberg, 1988). It 
is these shared symptoms and behaviors that set ACoAs 
apart from other people. ACoAs view the world in a way 
that is unique (Woodside, 1982). ACoAs often display a 
kind of childish loyalty even when such loyalty is 
clearly undeserved. They have a nagging feeling that 
they are different from non-ACoAs and that may be true, 
as some recent scientific studies are beginning to 
indicate. For example, brain scans done by Dr. Henri 
Begleiter of the State University of the New York College 
of Medicine reveal that ACoAs often have deficiencies in 
the brain associated with emotion and memory (Lecihsen & 
* 
Namuth, 1988) . 
If secondary teachers who are ACoAs share similar 
characteristics, we would expect them to act in 
predictable ways in their classrooms. If we assume that 
ACoAs have higher levels of anxiety, which have and 
undesirable effect on students' mental health, students' 
performance, teacher-principal interactions, we could 
predict that this anxiety will affect the manner in which 
these teachers handle their teaching responsibilities 
(Koon, 1971). 
Furthermore, Fuller (1969) observed that in 
situations when teachers are under stress, the survival 
concerns of teachers increase and take precedence over 
teaching activities. Anxiety definitely influences 
teacher performance and high anxiety tension experiences 
interfere with effective teaching because inner feelings 
are in turmoil (Koon, 1971). 
One might suspect that ACoA secondary teachers, 
possessing high anxiety and seeing issues as black or 
white would use significantly more task oriented 
behaviors with their students and those instructors would 
tend to administer fewer positive reinforcements. 
Additionally, those teachers experiencing anxiety may 
have a strong desire to remove themselves from painful 
situations or remove themselves from all risk-taking 
* 
situations (Koon, 1971). 
The research indicates that ACoAs typically suffer 
from low self-esteem; studies by Koon (1971) found that 
the less personal confidence a person has, the less able 
they are to cope with the day-to-day pressures. Thus, 
when secondary teachers who are ACoAs, perceive 
12 
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situations as very stressful or threatening, they may 
experience typical negative emotions and feelings such as 
inferiority, uselessness, loneliness, betrayal, and a 
lack of interest. 
All of this leads us to some questions. Do these 
secondary teachers see themselves as their supervisors 
see them? Are the specific mental qualities which enable 
ACoAs to perceive and order the world around them, in 
particular ways, different from other teachers? How are 
secondary teachers who are not ACoAs different from their 
colleagues who are ACoAs? To what extent do secondary 
teachers who are ACoAs share common characteristics with 
other ACoAs in other occupations? These are some of the 
questions this research seeks to explore. 
Rationale and the Significance of the Study 
L 
If we accept the premise that schools help students 
become self-actualizing, it is reasonable that we should 
staff our schools with teachers who are highly motivated, 
psychologically healthy people. Confident, achievement 
oriented teachers should be more likely to establish 
* 
positive working relationships with students, communicate 
and interact meaningfully with them and in general have 
the drive needed to stimulate productive learning. 
Conversely, someone with an inadequate personality would 
more likely produce disinterest, anxiety, hostility and 
limited achievement by the student. 
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According to Seixas and Youcha (1985), ACoAs, as 
adults often go into teaching, because that role is both 
familiar and satisfying to them. This study will look at 
such teachers in secondary school settings. This study 
is important today because of (1) the significance of the 
influence of parental alcoholism on the behaviors of 
secondary teachers; (Preuss, 1980) (2) the lack of trust 
often existing between secondary teachers and their 
supervisors; (Preuss, 1980) (3) the reported poor school 
climate existing in a large number of America’s secondary 
schools; (Blumberg, 1980) and (4) the existence in 
secondary schools of large amounts of teacher in-class 
statements geared toward controlling students 
(Grossnickle & Thiel, 1988). 
Since a large portion of a teacher's waking hours 
are spent in the school environment, the way one feels 
and behaves is a significant part of that life. The same 
dynamics that cause difficulty at home may serve one very 
good stead in school or vice-versa. Issues involving 
control of environment as a reaction to growing up with 
anarchy, and the inability to say no for fear of 
rejection, are common characteristics of ACoAs. 
Regardless of the fact that they are teachers, all ACoAs 
demonstrate feelings about themselves, about their work, 
about the people who exert control over their lives, and 
about interpersonal relationships (Worititz, 1987). 
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Herzberg (1980) indicates that adults who often feel 
inadequate, bored, unappreciated, and perfectionistic 
very frequently show high amounts of stress. The stress 
is created primarily from using energy to repress these 
feelings and from keeping others from discovering these 
feelings. A recent study by Woitiz (1987) found that 
stress was created by the ACoA even when it was not 
inherent in the job description. ACoA teachers may not 
know how to address these feelings in constructive ways 
because of being raised in a dysfunctional family. 
If teachers are to establish and maintain good 
relationships with their students and supervisors, they 
must have learned to respect, tolerate and encourage 
another's boundaries. Healthy boundaries are well- 
defined by flexibility and allow for give and take. 
Since ACoAs have difficulty with boundaries, it may be 
very hard for them to enjoy and maintain appropriate and 
comfortable social and emotional climate with their 
principals and students. As a result, the ACoAs' 
feelings toward authority often include distrust, 
suspicion, anxiety, or ambivalence (Wegscheider-Cruse, 
1985). The ACoA's anger and fear, tfreir need to protect 
themselves and to anticipate trouble, arise regardless of 
the personality of the supervisor (Woititz, 1987). 
Casciano-Savignano (1976) reported that distrust of 
the principal and the teacher's negative attitude toward 
15 
authority figures are serious impediments to good 
interpersonal relationship. When these negative feelings 
exist they may exacerbate the negative morale among 
secondary teachers. 
The research indicates that teachers' attitudes, 
motivations, expectations, and viewpoints are gathered 
from their childhood experiences and that these are key 
factors in their personality development, adult behavior, 
self-actualization, interpersonal relations, and trust 
(Henjum, 1984). The way teachers perceive the world, 
governs how they think, make judgments, and form values 
about experiences and people (Getzels, 1961). The 
teachers' personal perspective is their window on the 
world. Basic patterns of personality influence many 
aspects of the teachers' personal and professional 
behavior (Greenwald, 1963) . This study will look into 
participant teachers' up-bringing to discover how they 
look at the world and how that shapes their behaviors. 
Education is a people business. Perhaps every 
issue, every decision, and every problem that we deal 
with in schools is basically a human relations situation. 
Teachers have differing personalities and therefore act 
differently and to understand these behaviors we need to 
look into the roots of people’s actions, their childhood 
experiences. This study will examine such roots for 
secondary teachers who are ACoAs and it will provide 
16 
supervisors 
understand 
with information that may help them 
ACoAs. 
17 
CHAPTER II 
REVIEW OF THE LITERATURE 
In this section is a review of the pertinent 
literature on the characteristics of CoAs, the problems 
of CoAs in childhood, the characteristics of ACoAs, and 
the effects of teacher personality and behavior on their 
relationships with their peers and supervisors. 
Children of Alcoholics 
There now exists a relatively broad and distinct 
body of literature on the children of alcoholics. 
Although the first study appeared in the 1940s, Roe and 
Burks (1945), it was not until Cork (1969) that 
significant attention was drawn to the legitimacy of the 
children of alcoholics as a separate population affected 
by the consequences of parental alcoholism. Since that^ 
time, recognition has grown and is reflected in the 
recent abundance of paperback literature, magazine 
articles, television and radio interviews, and 
professional literature. 
Problems in Childhood 
* 
Nylander (1960) a pioneer in research in the 
emotional problems of the children of alcoholics, and 
Jackson (1965) emphasized the disturbing effects on the 
personality of family members. These children tend to be 
low in self-concept (Bosma, 1975), to be distrustful and 
to hide behind a defensive facade (Fox, 1972); to be 
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intensely defiant, and high in anxiety (Parnitzke, 1966), 
and to exhibit authority conflicts and unfulfilled 
dependency needs (Brown, 1979). 
Sloboda (1974) found that alcoholic parents often do 
not live by society's rules and therefore, discipline is 
inconsistent and the children become confused and unable 
to predict parental behavior. Chafetz, Blane and Hill 
(1977) reported a study comparing one hundred (100) 
alcoholic families with one hundred (100) nonalcoholic 
families that were seen at a child guidance center. They 
found that marital instability, poor marital 
relationships, prolonged separations, and divorce were 
considerably more prevalent in the alcoholic families 
(41% vs. 11%). According to Chafetz, Blane and Hill 
(1977) children of alcoholics have a difficult time 
becoming socially mature and responsible adults. 
L 
Fine et al. (1976) noted significant disturbances in 
the use of the senses, emotional stability, and social 
aggression in children of alcoholics. They also found 
that CoAs were less likely to maintain attention, less 
responsive to environmental stimuli, more anxious, more 
fearful, socially isolated, and preoccupied with inner 
thoughts and often had difficulty containing and 
regulating their excitement and moods. 
Hindman (1975) reported that alcoholic families are 
chaotic, confusing, and unpredictable to the children. 
The children often experience neglect, abuse, and 
inconsistent discipline, and they rarely experience 
structure. As a result, they become isolated, develop 
adjustment problems and have difficulty with peer 
relationships. 
Hecht (1973) focused on the alcoholic family and 
concluded that communication was often incongruent, 
unclear, and lead to isolation of family members. 
Children observed their parents saying one thing and 
doing another and did not know which message to respond 
to. When these messages become double bonds, the 
children learned they could not win with either choice. 
In addition, spouses of alcoholics often would protect 
the children with half-truths about the alcoholic, but 
unfortunately the children came to believe that parents 
could not be trusted. To survive, the children learned 
L 
to ignore verbal messages and watch for actions and 
deeds. Children living in these families felt alone and 
had difficulty trusting others (Deutsch, 1982). 
These CoAs develop survival roles to provide their 
own stability (Black, 1982). They learn the family rules 
t 
which include not talking about what is happening. These 
CoAs detach from other children and adults, repress their 
feelings, and organize to take care of others. In the 
alcoholic family, the children learn to trust only 
themselves; in school they are self-reliant and set short 
term goals that will lead to accomplishment. 
In her research, Brown (1979) found that ACoAs are 
unable to trust their own feelings and are afraid of not 
being in control. They have problems with intimacy, 
responsibility, identification, and expression of 
feelings (Goglia, 1986). As children, these people learn 
to avoid upsetting their parents and other adults by 
holding in their own feelings at all costs (Marlin, 
1987). Because their parents were unpredictable, the 
children never could be certain how they would react to 
any outward expression of feelings. 
Adult Children of Alcoholics 
Beletsis and Brown (1981) found that AcoAs report 
serious emotional difficulties in their adult lives, 
which they relate to their childhood family environment 
an particularly to the alcoholism of one or both parents. 
Cermak and Brown (1982) defined several of these 
difficulties, including an excessive emphasis on internal 
and interpersonal control, hypervigilance, difficulties 
with trust, excessive feelings of responsibility, and 
* 
problems with intimacy. 
Black (1982) stated that ACoAs typically: 
1. Lack trust 
2. Feel isolated 
3. Deny or suppress deep feelings 
4. Feel guilty 
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5. Feel unnecessarily embarrassed and ashamed 
6. Wish for closeness, yet fear it 
7. Have a low opinion of themselves 
8. Feel sad often 
9. Need to control others 
10. Need to control themselves 
11. Split the world into good and bad 
12. Have an exaggerated sense of responsibility 
13. Want desperately to please 
14. Have trouble standing up for their own needs 
15. Overreact to personal criticism 
These traits developed during childhood and are part 
of the pattern of survival that helps ACoAs adjust in 
adulthood no matter how unstable or difficult their lives 
L 
may be (Deutsch, 1982). 
Characteristics of ACoAs in the Workplace 
The research indicates that the only study of ACoAs 
in the workplace, was done by Woititz in 1987, in which 
questionnaires were distributed to two hundred forty- 
eight (248) ACoAs and a control group of one hundred and 
seventeen (117) non-ACoAs, in order to validate clinical 
research findings. The study was a self-reporting 
questionnaire distributed to.those adult patients who 
reported a grandparent or parent as alcoholic and those 
who reported no alcoholism in their family. 
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The findings clearly showed that ACoAs were 
represented in all occupations, but were skewed toward 
occupations that were considered more stressful. This 
study also found that all of the ACoAs reported 
predominant bad feelings as compared to the large number 
in the control group who did not. Woititz (1987) also 
reported that ACoAs enjoyed the experience of stress, the 
familiarity of that feeling and they ignored the warning 
signs. Only 3% of the control group; as opposed to 30% 
of the ACoAs, reported inadequacy as the primary bad 
feeling. The differences in self-confidence between 
ACoAs and non-ACoAs is a very significant factor. 
Effects of Teacher Personality and Behavior on the 
Relationships with Their Supervisors 
In his book, Sanzotta (1979) deals with the 
importance of interpersonal relations between workers and 
their manager. He maintains that the most successful way 
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to bring about improvements in the quality of their work 
performance is through changes at the interpersonal level 
between workers and managers. He calls for focusing on 
"one to one encounters, altering attitudes on an 
individual level and changing assumptions about work to a 
personal value system approach" (Sanzotta, 1979, p. 89). 
Thus one could expect that any improvement in the 
interpersonal relations between teachers and their 
principals should result in a better school climate. 
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In education, according to Blumberg (1980), 
instructional supervisors believe that what they do has 
high value, but teachers with whom they work find their 
supervision to be of little value. The Felson and 
Blumberg (1973) study supports the contention that 
principals and teachers hold very different views 
regarding supervisory effectiveness. To what extent do 
these different views characterize the working 
relationship between teachers and their principals? 
The findings of Blumberg (1973) underline the 
importance of interpersonal communication skills in the 
development of healthy working relationships between 
teachers and principals. Casciano-Savignano (1976) 
reports a study of sixty (60) teachers from sixty (60) 
different secondary schools who were asked to identify 
impediments to favorable interpersonal relationships in 
their secondary school. The following were listed as 
impediments to healthy interpersonal relationships with 
their principals: 
1. Inconsistent administrative policies. 
2. Distrust on part of teachers of the principal. 
3. Wavering disposition by the principal between 
picayune and exact opposite. 
4. Authoritarian principal. 
5. Demeaning view of teachers by the principal. 
6. Teachers’ negative attitudes toward authority 
figures. 
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7. Lack of appreciation of teacher efforts by the 
principal. 
It is significant to this study to.note that six (6) 
of the seven (7) impediments listed above are 
interpersonal factors involving the teacher's attitudes 
toward authority and the teacher's belief system. 
Principals in every secondary school in the United 
States, at one time or another, have faced the problem of 
teacher morale. Greenwald (1963) studied the 
relationship of teacher morale to interpersonal 
relationships and he concluded that teacher feelings have 
a significant affect on teacher morale. These 
interpersonal factors (feelings) included teacher's 
attitudes toward authority and personal hostility. Wiles 
(1967), defined teacher morale as "the emotional and 
mental reaction of a person to his/her job. The 
important elements in morale is what the teacher feels 
and believes. 
Incompatible relationships between supervisors and 
teachers have been identified by Koon (1971) as a major 
source of anxiety. When anxiety occurs,' and it appears 
that it does exist relatively freguently in secondary 
teachers, it is usually associated with a variety of 
personal, social, and physical events from interpersonal 
experiences in their lives (Fuller, 1969). 
Both trust and interpersonal relations are important 
to the functioning of organizations and particularly to 
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the relationship between subordinates and superiors. 
This is true for the school and for the teacher-principal 
relationship. In investigating the literature, it is not 
difficult to find that trust interrelates with and has 
impact upon the quality of interpersonal relations and 
that trust between people encourages the sharing of ideas 
and the desire for change. 
A teacher's anxiety clearly influences that 
individual's performance (Koon 1971). Teachers with high 
anxiety, experience tension which interferes with 
effective teaching because their inner feelings are in 
turmoil (Fuller, 1969). Thus, when teachers perceive 
situations as very stressful or threatening, they 
experience typical negative emotions and feelings such as 
inferiority, uselessness, loneliness, betrayal, and lack 
of interest (Duckett, 1986). Fuller (1969) observed that 
in situations when teachers are under stress, the 
survival concerns of teachers increases, and take 
precedence over direct teaching activities. 
Some might even consider trust and interpersonal 
relations more important than a teacher's knowledge of 
subject matter and methods of teaching. Ineffective 
teaching is often attributed to personality defects, such 
a lack of warmth, zeal, sensitivity, and excessive 
authoritarianism and rigidity (Smith, 1968). When we 
reflect upon the nature of interpersonal relations we can 
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recognize why student behavior is affected by the 
emotional states and characteristics of teachers. B.O. 
Smith (1968) observed that educators would agree that 
teachers "personality" and "mental health" as they are 
reflected in classroom behavior, are important. There is 
evidence that when high teacher morale exists, student 
achievement increased (Koura, 1963). 
Barr (1961) emphasized the importance of the nature 
of teacher-pupil interactions. He summarized twenty (20) 
years of research and stated that the interactions of 
teachers and pupils in situations in which teaching takes 
place are the focal points of teaching and one of the 
critical factors in teaching effectiveness. 
Koon (1971) found that high anxiety teachers use 
significantly less task oriented behavior with students 
and that they tend to administer fewer positive 
reinforcements. High teacher anxiety can have an 
undesirable effect on students' mental health, student 
performance, teacher-principal interactions and can 
affect the manner in which teachers handle their 
responsibilities in the educational setting (Koon, 1971). 
Thus, if ACoA teachers are found to possess high anxiety 
then one might expect poor interpersonal relations 
between teacher and principal. 
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Summary 
This chapter explored several areas of literature in 
Adult Children of Alcoholics. From that, we may 
conclude: 
1. ACoAs are found in all occupations (Woititz, 
1987) . 
2. All people, whatever their occupation are 
influenced by their past experiences and their 
past survival tactics (LeCompte, 1988). 
3. No studies have examined ACoAs in the teaching 
profession. 
4. CoAs are affected by parental alcoholism. In 
their adult lives, ACoAs experience serious 
emotional difficulties and problems in 
interpersonal relationships with adults and 
children (Black, 1986). 
5. Interpersonal relations are very important to 
the working relationship between teachers and 
their supervisors (Preuss, 1980). 
6. Teachers' feelings and attitudes have a 
significant effect on teacher morale and 
student achievement. The powerful forces of 
the teacher's attitude toward their students, 
as well as the instructional activities used by 
the teacher, shape the teaching/learning 
experience (Grossnickle & Thiel, 1988). 
7. The manner in which teachers present themselves 
as human beings and receive learners as human 
beings, is as influential upon the students' 
lives and learning, as the daily activities in 
the classroom (Grossnickle & Thiel, 1988). 
These findings support the need for this study; 
« 
there are areas of teacher behavior and personality that 
have not been investigated. Specifically, this study 
will focus on the impact of parental alcoholism on the 
professional lives of secondary teachers in order to 
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identify their characteristics and heighten awareness of 
their situation. 
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CHAPTER 3 
METHODOLOGY 
This chapter will describe the research method to be 
utilized in the study. It will contain the specific 
research questions to be answered, discussion of the 
qualitative approach, the selection of teachers, the 
process, the interview and the plans for data collection 
and analysis. 
The Specific Research Questions 
The following research questions will guide this 
study: 
1. To what extent do secondary teachers who are 
ACoAs share common characteristics with ACoAs 
in other occupations? 
2. How do secondary teachers who are not ACoAs 
differ from their ACoA colleagues? 
3. How do secondary teachers who are ACoAs 
describe their up-bringing? 
a. How do secondary teachers who are not 
ACoAs describe their up-bringing? 
4. How do secondary teachers who are ACoAs 
describe what it is like to,be a teacher? 
a. How do secondary teachers who are not 
ACoAs describe what it is like to be a 
teacher? 
5 How do secondary teachers who are ACoAs 
describe what their childhood experiences mean 
in their lives? 
a. How do secondary teachers who are not 
ACoAs describe what their childhood 
experiences mean in their lives? 
6 Is there any correlation between the subjective 
personal anecdotal observations of supervisors 
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and the self-reporting qualitative responses of 
ACoAs, using the Gregorc Style Delineator? 
7. To what extent are ACoAs alike in their 
responses to the Gregorc Style Delineator? 
a. To what extent are non-ACoAs and ACoAs 
alike in their responses to the Gregorc 
Style Delineator? 
8. What does an administrator need to know about 
the characteristics of secondary school 
teachers who are ACoAs? 
Discussion of the Qualitative Study 
In this section, the researcher will describe 
briefly the epistemological basis for choosing in-depth 
interviewing, the process for the collection of data, the 
selection of the participants to be interviewed and the 
interview process for the study. 
For the investigation of this problem the researcher 
finds the quantitative experimental study inadequate for 
examining the realities of another human being's 
experience as it relates to their thinking and feeling 
about family experience and its affect on them in the 
school environment. The researcher, knowing that one can 
never "know", in the same sense that one can "know" 
anothers' thoughts and feelings, what another person's 
experience is "really" like, wants nevertheless to get as 
close to that knowing as is possible. Therefore, the in- 
depth interview was chosen as the research instrument. 
The following is a brief exposition of the assumptions 
and philosophic positions which undergird this 
qualitative approach. 
L 
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The distinction between "facts" and "values", or 
between objectivity and subjectivity, cannot be taken for 
granted, and the observer cannot be conveniently 
dispensed with (Gregory, 1986). William James (1912) 
makes a strong case for the inseparability of "subject" 
and "object." If the observer affects, or contributes 
to, what is observed, there cannot be such an entity as a 
pure, objective "scientific fact." Social scientist 
Gregory Bateson (1979, p. 21) goes even further, "There 
is no objective experience; all experience is 
subjective." The social scientist looks for "the pattern 
that connects" and "the notion of context, of patterns of 
time." Describing the data of naturalistic or field 
research, he says that "what has to be investigated is a 
vast network or matrix of interlocking message material" 
(Bateson, 1979, p. 47). Among other philosophers and 
scientists whose work has provided pieces of the 
theoretical structure underlying the methodology of this 
research approach are: Gregory (1986), Young (1984), 
Searle (1983), Rawls (1971), Sartre (1968), Polanyi 
(1962) , and Mannheim (1936) . 
In this study we assume that it is possible to 
understand the feelings of other persons through our 
connections with time, through their words as they 
communicate with us, and through the knowledge of our own 
words and actions as we see them reflected in others. As 
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we find verification through our own experience and 
through hearing the repeated experiences of others, we 
come as close to knowledge about other human beings as it 
is possible to get (Seidman, Sullivan & Schatzkamer, 
1983). Thus, the qualitative approach will lead us 
closer to understanding another's experience. A major 
portion of the data collection will be accomplished 
through in-depth interviews. 
According to Spradley (1980), it is acceptable to 
have one person select the project, ask the questions, 
collect the data, record the data, analyze the 
ethnographic data and write an ethnography. He reports 
that "the central aim of ethnography is to understand 
another way of life from the native point of view, rather 
than studying people, it means learning from people." (p. 
87) 
Selection of Teachers 
Teachers selected for this study will be twenty-one 
(21) to seventy (70) years old; their childhood may 
include being raised by one or more alcoholic parents, 
and the teachers will be teaching or have taught in a 
secondary school in the Commonwealth of Massachusetts. 
Twenty-four (24) to thirty (30) participants will be 
chosen from volunteers in secondary schools in the 
Commonwealth; the choice of schools will be made on the 
basis of the availability of volunteers and the 
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cooperation of the administration of the teaching staff. 
The choice of schools will accommodate the need to 
provide a wide variety of large and small urban, 
suburban, and rural secondary schools. 
As a random sample of the population of secondary 
teachers, twenty participants is too small a number and 
the sample cannot truly be random in an interview study 
when the subject must consent to be interviewed. Other 
cautions must be taken in a qualitative study when the 
aim is to explore in depth. The anonymity of 
participants must be assured. In the selection of 
participants, the categories to consider are: a range of 
ages, family backgrounds, marital and family status, 
birth order, teaching assignments, and gender. 
The Process 
Participants will be located through informal 
channels, from such sources as: The Massachusetts 
Teachers Association, counselors and friends of friends 
not connected with schools, local chapters of the Adult 
Children of Alcoholics Association, recovering alcoholics 
and self-disclosure. The researcher will take care that 
the selection process will minimize the uncertainties 
about the motives of the interviewer and the building 
administrator which could affect the relationship between 
the interviewer and the participant and therefore affect 
the research data. 
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The researcher's first step will be to locate 
volunteers by speaking with several secondary school 
faculties to explain the study. Those who volunteer will 
be asked to fill out a Participant Information Form (see 
Appendix A)f and an Attitude Audit Questionnaire (see 
Appendix B) which they will be requested to mail in a 
self-addressed stamped envelope to the researcher within 
seven (7) days. These forms call for a code number which 
will be supplied by the researcher to keep all materials 
for that participant separate from other participants' 
materials. All materials will be identified, filed and 
reported by code number and stored in lockable filing 
cabinets, to insure the rights and welfare of 
participants. All participants will be scheduled for a 
personal appointment to allow the volunteer and 
interviewer to meet before the actual interview takes 
place. 
During this appointment, the purpose and nature of 
the research will be explained, and the Written Consent 
Form (see Appendix D) will be discussed with the 
participant. This form is required for University-based 
research and also for clarity, prevention of 
misunderstandings, and simple courtesy. Both will sign 
the form indicating mutual agreement and a date and time 
will be set for a personal interview. Before the 
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volunteer leaves he or she will be asked to take the 
Gregorc Style Delineator. 
The interview will be confirmed by letter and the 
intervening time will be used by the interviewer to study 
the participant's Attitude Audit Questionnaire and 
prepare focusing questions for the upcoming interview. 
After all participants have been identified and scheduled 
for their interviews, a Supervisor's Questionnaire (see 
Appendix C), listing all that supervisor’s teaching 
faculty (coded to protect the rights and welfare of all 
teachers) will be given to the supervisor. The 
supervisors will be asked to complete the questionnaire, 
which focuses on characteristics of ACoAs, and return it 
to the researcher in a self-addressed stamped envelope. 
It is the researcher's intention to hold three (3) 
pilot interviews before the actual study begins, in order 
to carry out a systematic content analysis, to pre-test 
the interview questions, and to analyze the content and 
modify it before the actual data are collected. 
As mentioned earlier, the writer has chosen the in- 
depth interview as the basic research instrument because 
a quantitative experimental study cannot explain the 
realities of the experience of another human being and 
how that person thinks and feels about their family 
experiences and its effect upon them in the school 
environment. 
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The process of the in-depth phenomenological 
interview can be described as somewhat open but focused. 
The phenomenological approach will be combined with a 
standard open-ended approach to help establish if the 
participant was raised in an alcoholic home. Interview 
questions will probe to understand what that experience 
was like, to have the participant review the details of 
their professional experience in terms of interpersonal 
relations, to reflect on the interviewee's past life and 
present experience, and to talk about the meaning that 
their childhood experience had for them. 
The interviews will be designed for ninety (90) 
minutes each and will be audio taped. No more than three 
(3) interviews will be scheduled for any day and the 
interviews will be held in a mutually agreeable place for 
the participant and the interviewer. 
The Interview 
Each participant will be taped by the interviewer 
using a small inconspicuous tape recorder without a 
microphone and fitted with batteries, in case of 
difficulty with electrical connections. The tape will be 
transcribed by a typist and may result in manuscripts of 
thirty (30) to forty (40) single-spaced pages for each 
participant. Because of the volume of the work, 
statements of the interviewer will be abbreviated and 
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management details that are unrelated or unimportant to 
the focus of the interview will be omitted. 
The interviews will open with focusing questions 
from the interviewer: (1) Tell me what it was like 
growing up in your home? (2) What is it like to be a 
teacher? (3) What does your childhood experience mean to 
you in your life? Once some experiences have been 
described, it would be appropriate to ask about 
interpretations, opinions, and feelings about the 
behaviors and the actions the participant has described. 
Opinions and feelings are more likely to be more accurate 
at this point in the interview because the respondent has 
just verbally relived the experience. Thus, a context is 
established for expressing feelings and opinions (Patton, 
1983) . 
Data Collection and Analysis 
In this section the researcher will describe how the 
study is to be carried out and analyzed. This discussion 
will point out the people, the documents, and other 
sources which will be used to gather the data for the 
study. 
The data from interviews will be gathered by using 
two (2) types of descriptive observations: "a grand tour" 
collecting major features from participant interviews, 
and "mini tour" smaller units of experience. What are 
all the ... (places, acts, events, feelings and the 
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like)? Can you describe in detail the ...(objects, 
times, goals, and the like)? Can-you tell me about ...? 
Selecting each number of dimensions in turn that describe 
the features of the family. Questions tend to lead into 
dimensions and those dimensions are interrelated. In 
order to sort the dimensions a question matrix will be 
used to understand the patterns of behavior and knowledge 
that people have learned. 
The researcher plans to maintain a balance between 
being an insider and outsider. Spradley (1980) reported 
that in complex societies observers and informants lives 
are frequently intertwined in the lives of others and 
that doing ethnographic fieldwork involves alternating 
between the outsider and the insider experiences. 
The Attitude Audit Questionnaire (see Appendix B) 
instrument was developed by the researcher from questions 
found in an ACoA quiz in Focus on Family & Chemical 
Dependency and is designed to give the interviewer some 
insight into the respondent's personal background and 
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their feelings as a child and as an adult. Specifically, 
the instrument can give the researcher clues about 
whether the participant may be an ACoA and how that adult 
may have been affected by growing up with an alcoholic 
parent. Additionally, the questionnaire will assist the 
researcher, by helping the interviewer select appropriate 
follow-up interview questions that will encourage the 
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free flow of reminiscence and reflection, so that there 
is opportunity for a full story to emerge and for 
reflective meaning-making to take place. The instrument 
will be scored by looking at the frequency that 
individuals selected "always" when answering each 
question. 
The Supervisor's Feedback Questionnaire (see 
Appendix C) developed by the researcher? will be 
distributed to the participant's supervisor after the 
interviewee has been selected for the study. The 
supervisor will be asked to rate all their teaching 
faculty to the degree they share a particular 
characteristic. All names will be coded to protect the 
identities of all teachers. The analysis will look for 
any correlation between the subjective personal anecdotal 
observations made by supervisors and the self-reporting 
qualitative responses of ACoAs, as using the Gregorc 
Style Delineator. 
The Gregorc Style Delineator will be administered to 
all participants to assess their natural means of 
mediation and transaction, in order to determine what 
styles ACoAs and non-ACoAs use, at least as they self- 
reported it. Barbe and Milone (1980) have suggested that 
teachers are more likely to develop teaching strategies 
which are congruent with their own learning styles. 
According to Friedman and Alley (1984) teachers 
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subconsciously operate on the assumption that the way 
they learn is the most effective way for everyone to 
learn. Gregorc (1982) states that the human mind has 
channels through which it receives and expresses 
information most efficiently and effectively. The power, 
capacity, and dexterity to utilize these channels are 
collectively termed mediation abilities. The outward 
appearance of an individual's mediation abilities are 
called style by Gregorc and are measured by the Style 
Delineator. 
The Style Delineator looks at two mediation 
abilities of the mind: perception and ordering (Gregorc, 
1982). Combining both perception and ordering, Gregorc 
identifies four distinct patterns of style. The 
Delineator is a self-analysis tool designed to assess a 
person's perceptual and ordering-mediation abilities. 
Every person is capable and able of using abstract and 
concrete perceptions and seguential and random ordering 
but each of us has a tendency to prefer one over the 
other. 
It is a researcher's intent to compare the specific 
♦ 
mental qualities of ACoA and non-ACoA teachers. We might 
predict that secondary teachers who are ACoAs will 
identify themselves on the Gregorc Style—D^lifl^^tor as 
either Concrete Sequential or Abstract Sequential. 
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In the following chapter the findings of this study 
will be reported. The findings include results of the 
interviews, an analysis of data describing ACoA teachers 
and non-ACoA teachers, and the comments of teachers who 
experienced very different up-bringings. 
CHAPTER 4 
FINDINGS 
In this chapter the data collection and the analysis 
for each research question will be reported upon. The 
analytic and interpretive process is a combination of the 
meaning that the participants make of their experience 
and the meaning that the researcher found in the words of 
the participant, gathered from various sources: the 
interviews, the analysis of the data comparing the 
characteristics of ACoA teachers with non-ACoA teachers, 
what the teachers' childhood experiences meant to them, 
and any correlation between the supervisors' subjective 
personal anecdotal observations of ACoA teachers and the 
self-reporting qualitative responses from the Gregorc 
Style Delienator. 
Characteristics of the participants reported upon 
will include both the numerical breakdown an the 
demographic characteristics of age, gender, family 
backgrounds, marital status, birth order, and teaching 
assignments. 
* 
The findings associated with the research questions 
will be reported in sequence with a deeper analysis of 
questions, where higher significant relationships were 
found in the data. 
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Characteristics of the Participants 
The thirty-three participants were all currently or 
had been teaching in a secondary school in the 
Commonwealth of Massachusetts. For purposes of analysis 
of data related to this study, those twenty-six self- 
identified ACoA teachers and the seven non-ACoA teachers 
are treated separately. 
Table 1 presents the demographic characteristic of 
all participants, which include: gender, age, birth 
order, and marital status taken from Participant 
Information Forms. All volunteers were required to fill 
out the form before undergoing personal interviews. 
Table 2 presents data obtained from Participant 
Information Forms which compared participants gender, 
birth order, and age. Table 3 presents data obtained 
from Participant Information Forms which compared gender, 
age, birth order, and years of teaching experience. 
Table 4 presents data gathered from Participant 
Information Forms comparing the family backgrounds and 
the marital status of all participants. 
Table 1 
Comparison of Participants Gender, Age, 
Birth Order, and Marital Status 
N % 
Gender: Female 16 48 
Male 17 52 
Age: 20-29 1 3 
30-39 9 27 
40-49 13 40 
50-59 10 30 
Birth Order: Oldest Child 20 61 
Middle Child 4 12 
Younges t Child 9 27 
Marital Status: 
Single (never married) 4 12 
Single (currently) 11 33 
Married (currently) 22 67 
Married (more than once) 8 24 
Divorced (at least once) 12 36 
* N=33 100% 
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Table 2 
Comparison of Participants Age, 
Birth Order, and Gender 
Age Groups 
20- 29 30-39 40- 49 50 -59 Total 
Birth Order N % N % N % N % N % 
Oldest Child 0 0 5 25 7 35 8 40 20 61 
Middle Child 0 0 3 75 1 25 0 0 4 12 
Youngest Child 1 11 1 11 4 45 3 33 9 27 
Gender 
Female 0 0 5 31 7 44 4 25 16 48 
Male 1 6 4 24 6 35 6 35 17 52 
N = 33 100% 
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Table 3 
Comparison of Participants Gender, Age, 
Birth Order, and Teaching Experience 
Aqe Grouping Males Females Total Group 
N % N % N % 
20-29 1 100 0 0 1 3 
30-39 4 44 5 56 9 27 
40-49 6 46 7 54 13 40 
50-59 6 60 4 40 10 30 
100% 
Birth Order 
Oldest Child 8 40 12 60 20 61 
Middle Child 2 50 2 50 4 12 
Youngest Child 7 78 2 22 9 27 
100% 
Years of Teachinq 
5-10 2 40 3 60 5 15 
11-30 7 47 8 53 15 45 
20 + 10 77 3 23 13 40 
100% 
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Table 4 
Comparison of Family Backgrounds and Marital Status 
ACoAs Non -ACoAs 
N % N % 
Single (never married) 2 7 1 14 
Single (currently) 8 30 2 29 
Married (currently) 18 78 5 70 
Married (more than once) 7 26 1 14 
Divorced (at least once) 11 42 1 14 
N= 26 N=7 
Overall, the median age for both sexes was about the 
same with the largest single group in the range of 40-49 
years. The second largest grouping was the 50-59 year 
range (Table 1). This might be expected; if one looks at 
most secondary school faculties in the Commonwealth of 
Massachusetts, one sees very few staff members between 
the ages of twenty-one and thirty.- Since Proposition Two 
and One Half (1980-1984) virtually eliminated staff 
members with less than five years experience. 
Interestingly 61% of the volunteers in this study are the 
oldest child in their family with 45% of the participants 
in the 11-20 years of teaching experience (Table 2). 
Again, this was not surprising in light of the effects of 
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Proposition Two and One-Half on younger staff members 
during the last seven years. 
ACoA teachers were found fairly equally over ages of 
30-59 (Table 2). However, 97% of the participants in 
this study were found in the age grouping between 30-59 
as compared to 71% in the study by Woititz (1988). 
As might be expected for secondary teachers, 
slightly more than half of the participants were males 
(Table 1). Males were slightly older than females and 
had more teaching experience. Three times as many 
participants in this study were the oldest child in their 
families and ACoA teachers were found equally distributed 
between both genders (Table 2). 
Greater than two-thirds of the teachers in this 
study are currently married and are males (Table 1). 
More than 42% of the ACoA participants have been divorced 
at least once and more than two-thirds of those are 
females (Table 4). Of the thirty-three participants 
clearly 36% of them have been divorced and married more 
than once and of this group 60% were the oldest child in 
their family. However, ACoA teachers in this study have 
been divorced eleven times more frequently than non-ACoA 
teachers (Table 4) . Seventy percent of the ACoA and the 
non-ACoA study groups were currently married. Clearly 20 
of the study participants n-33 were the oldest child in 
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their families and females made up 52% of the total 
number of oldest children in this study. 
Because of the nature of this study, volunteers were 
solicited to participate without determining in advance 
the personal histories of each teacher. Table 5 presents 
the data gathered from personal interviews with all 
volunteers. Twenty-six of the thirty-three participants 
self-disclosed that they were raised in homes where one 
or more parents had drinking problems. Therefore, it was 
very surprising to this researcher to find that nearly 
79% of the participants were ACoAs. When one considers 
that participants were drawn from three high schools and 
that the volunteers were solicited from the faculties at 
large, it raises the obvious question - How many ACoA 
teachers do we have in our secondary schools? 
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Table 5 
Comparison of Participants by 
Family Backgrounds and Gender 
Family Background 
ACOA Teachers Non-ACoA Teachers Total Teachers 
N % N % N % 
26 79 7 21 33 100 
Gender 
Male 13 50 4 57 17 52 
Female 13 50 3 43 16 48 
100% 
Half of the volunteers were male and 62% of the 
ACoAs were the oldest child in their family. Forty-two 
percent of the ACoAs had been divorced at least once, 
compared to 14% of the non-ACoA teachers. There was no 
opportunity to compare this particular data with any 
other study because no other study of ACoA teachers 
* 
exists. Table 6 presents data gathered from interviews 
and compared with the data obtained from Participant 
Information Forms. 
Table 6 
Comparison of Participants by Family Backgrounds, 
Birth Order, and Age 
ACoA Teachers Non-ACoA Teachers Total Teachers 
N % 
Birth Order 
Oldest 
Child 16 62 
Middle 
Child 4 15 
Youngest 
Child 6 23 
100% 
Aqe 
20-29 1 4 
30-39 8 31 
40-49 9 34 
50-59 8 31 
100% 
N % N % 
4 57 20 62 
0 0 4 12 
3 43 9 27 
100% 100% 
0 0 1 3 
1 14 9 27 
4 57 13 39 
2 29 10 31 
100% 
* 
100% 
Volunteers for this study were drawn from twelve 
teaching specialties (Table 7). The greatest number of 
ACoA teachers were found in the areas of English, 
Science, and Special Education. Of the fourteen teachers 
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in these three areas who were interviewed, thirteen were 
ACoAs. Table 7 presents data gathered from Participants 
Information Forms and self-disclosures of participants in 
their personal interviews. 
Table 7 
Comparison of Teaching Specialties 
and Family Backgrounds 
ACoA Teachers Non-ACoA Teachers Total 
N 
English 4 
Science 4 
Math 2 
Special Education 5 
Foreign Language 3 
Physical Education 2 
Social Studies 2 
Music 1 
Industrial Arts 1 
Counselor 1 
Psychologist 1 
Business i 
26 
N 
0 
1 
2 
0 
1 
1 
0 
1 
0 
* 
0 
0 
1 
7 
N 
4 
5 
4 
5 
4 
3 
2 
2 
1 
1 
1 
1 
33 
In the section which follows, we examine the 
research question: To what extent do secondary teachers 
« 
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who are ACoAs share common characteristics with ACoAs in 
other occupations? 
For purposes of this question, respondents' personal 
data in this study were compared to the Woititz study 
(1987) (Table 8). While the Woititz study (1988) was 
carried out with a much greater number of participants, 
both studies used participants from both genders and all 
participants were volunteers. The current study was more 
balanced; that is, 50% male and female ACoAs, as compared 
to 27% male, 73% female ACoA sex grouping the Woititz 
study (Table 8). 
Table 8 
Comparison of Woititz Study and Frank Study 
ACoAs 
Woititz Study Frank ; Study 
N M (%) F (%) N M(%) F (%) 
241 27 73 26 50 50 
Aqe Grouping 
20-29 52 25 75 1 100 0 
30-39 114 20 80 8 38 62 
40-49 56 41 59 9 44 56 
50-59 19 32 68 8 63 37 
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The emotional difficulties expressed by the 
participants in the current study were compared to 
studies by Black (1982), Belestesis and Brown (1981), 
Cermak and Brown (1982), which examined ACoAs in the 
general population. 
Woititz (1987) reported that inadequacy was the most 
dominant feeling on the job, whereas 21 of 26 
participants in this study mentioned fear of authority 
and a lack of control as their most central feelings on 
the job. These feelings were more often mentioned, 
without restriction to age or gender. Table 9 compares 
the feelings most often expressed by ACoAs in the current 
study and the Woititz Study (1987). The data gathered 
from ACoAs in the current study was obtained through 
interviews and Attitude Questionnaires. 
Some of the differences between the two populations 
were; the Woititz study looked at ACoAs in 64 different 
occupations as opposed to this study which only focused 
on secondary teachers. Secondly, the Woititz study 
population was drawn from ACoAs living and working in 8 
* 
states and the District of Columbia as opposed to this 
study which was limited to Massachusetts. Thirdly, the 
Woititz group study was carried out with the assistance 
of 25 consultants who surveyed ACoAs with a written 
questionnaire, whereas, this study was carried out by one 
researcher who used a number of techniques to gather 
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information from a much smaller, and much more specific 
population. 
Table 9 
ACoAs Feelings Grouping 
(Feelings expressed by 3 or more ACoAs) 
Feelinq 
Woititz 
N 
Study 
% 
Frank 
N 
Study 
V 
Inadequacy 72 30 3 12 
Anger 25 10 0 0 
Lack of Control 15 6 5 19 
Unappreciated 11 5 4 15 
Bored 9 4 0 0 
Perfectionism 9 4 0 0 
Lack of Recognition 9 4 3 12 
Frustrated 9 4 0 0 
Fear of Rejection 7 3 3 12 
Low Self-Esteem 5 2 0 0 
Fear of Authority 5 2 5 19 
Approval Seeking 5 2 3 12 
Other 60 24 0 0 * 
N=241 N = 26 
Comparing the studies one acknowledges that some of 
the feelings expressed by participants in the larger 
study did not surface in this study. One reason may be 
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that with such a specific audience, these feelings may 
not be as important as others. Another explanation may 
be that teachers do not feel comfortable or able to admit 
that they feel inadequate, anger, or have a low self¬ 
esteem . 
Twenty-two of twenty-six respondents in this study 
began by describing their families as, "My family was 
normal", "I grew up in a normal household", or "my 
childhood was pretty normal." It appeared that they 
wanted very much to believe their parents weren't 
alcoholic, that their families were just like all the 
others in the neighborhood. 
Yet while clinging to the concept of normal, these 
ACoAs talked of having felt "different." Their families 
weren't at all like the Brady Bunch or the Cosbys. 
Typical comments were: 
1. "I knew Ozzie and Harriet weren't real. I knew 
Beaver was a jerk. I thought that that was 
just the way it was." 
2. "All my life I wanted to believe my family 
normal. But I didn't know what normal was." 
3. "I still don't know what normal is, I still 
have to fight the feeling that whatever I have 
isn't enough." 
These feelings of pretending to be normal were 
consistent with the feelings of other ACoAs in the 
general population as reported by Kritsberg, (1986). 
Kritzberg reported that in the alcoholic family# the 
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attempt to preserve the system demands that everyone play 
the game of let's pretend we are normal. 
Seventeen of twenty-six ACoAs in the current study 
commented in their interviews that as children they knew 
very little, if anything, about their parents' 
alcoholism. Apparently they explained such a lack of 
information, by stating; they did not know for example, 
that they were denying something, and that denial,was 
characteristic of the disease of alcoholism. "I only 
remember seeing my father drunk a few times, when we were 
young, my mother convinced all of us that he was a 
typical father and that we didn't have problems. And to 
this day, she still doesn't believe he was an alcoholic." 
Nineteen of twenty-six of the ACoAs reported that by 
taking on so much responsibility, they learned to act 
mature even "when we didn't feel like adults." These 
findings were consistent with studies of ACoAs by Black 
(1983), Sexias (1985), Wegscheider (1987), and Woititz 
(1987). All these studies indicated that most children 
of alcoholics seemed to grow up too soon. 
Marlin (1987) reported that although most adult 
« 
children of alcoholics behave overresponsibly, some of 
them - especially those who come from large families in 
which siblings acted as caretakers - avoid responsibility 
like the plague (Marlin, 1987). This was also true of 
the ACoAs in this study. Most of them explained that 
they procrastinate, always hoping that someone else will 
take charge. However, these adults too often suffered 
from the same perfectionism as those who grew up too 
soon. 
The ACoAs in this study, like other ACoAs, were very 
very hard on themselves. Twenty-four of twenty-six set 
up impossible standards based on their rigid ideas of 
what was right or wrong, based on what was acceptable and 
what wasn't, based on what would incur blame and what 
would not. Typical of the responses was; "To me it is a 
total sign of weakness to show any type of affection 
unless it is appropriately choreographed into the 
script." Apparently ACoAs can't just be strong, they 
have to be the strongest of the strong. To aspire to 
anything less than perfection is totally unacceptable for 
this group of ACoAs. A typical comment was, "If you can 
convince me that there is a problem, I'll guarantee 
you'll never see that again as long as you live. I will 
never be caught twice doing something wrong." 
Participants also stated again and again, that they have 
to be the best. As a group, they also dwelled on their 
failures instead of their achievements. A classic 
comment, "My childhood is an embarrassment to my life. I 
would label myself as being 6 or 7 steps higher than I 
should be." 
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For most ACoAs in this study, like other ACoAs 
studied in the past; state that control is a very big 
problem. As one said, "Everything is under control - 
when I referee, in the classroom, when I run the beaches 
in the summer, I'm in total charge. When I have to deal 
with people on an equal basis, I get really 
uncomfortable." It may well be that these people tried 
their whole lives to be in control, having had so little 
security in their childhood. They often still feel an 
urge to manage others. 
Twenty-four of twenty-six participants expressed 
anxiety around people in general, to freely express their 
feelings, especially if they were angry or negative ones. 
As one said, "Absolutely, I don't have any friends." "I 
don't know how to invite friends to my house." Another 
reported, "When people come to my house there's 
uncomfortableness from beginning to end. When they say 
that was nice, but to do it again we are back into the 
same thing." 
Again, these ACoAs, as did ACoAs in other studies, 
mentioned frequently that they are very sensitive to 
criticism, often afraid that people will make fun of them 
or reject them. For example, one participant said, "I 
felt sure that everyone was laughing at me." 
When ACoAs told their stories, old pains seemed to 
be there. Said one, "I grew up not trusting anyone. I 
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thought everyone lied the way she did. It's still hard 
for me to trust people, especially women. I always 
assume ulterior motives. And I certainly do not trust 
people in authority. I'm sure that comes from my parents 
saying, we are your parents. We're doing what's best for 
you, they really weren't and I knew it." Constant deceit 
and disappointment hardly breed trust. As children, 
these ACoAs, as did other ACoAs, quickly learned that 
their parents didn't always say what they meant or mean 
what they said. Parents frequently made promises that 
they then didn't keep. 
All children seek parent approval, but for the ACoAs 
in this study and other ACoAs, approval and disapproval 
became directly connected to the alcoholic. These adults 
revealed that they often felt as a child that their 
behavior caused or controlled when and how much the 
parent drank. They found themselves, as over half 
reported, "Walking on eggs almost all the time." 
"I hate confrontations," admitted Zeke, a teacher, 
bothered by episodes of severe depression. "Even loud 
disagreements make me want to leave the room. I get very 
frightened when teachers at school get into arguments. I 
want to run and hide. I don't want to be part of any 
controversy." Children of Alcoholics are almost always 
afraid of anger - their own as well as that of others 
(Woititz, 1987) (Black, 1983). Exposed to dangerous 
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domestic arguments, they grew afraid that uncontrollable 
rage would erupt from every heated discussion. 
Sixteen of twenty-six respondents in this study also 
expressed strong feelings about thinking they must have 
Heen crazy as children growing up in an alcoholic home. 
The alcoholic family was usually heavily steeped in 
denial; these teachers reported having had a difficult 
time knowing what was real and what was not. "When I was 
fifteen, I was convinced I was going crazy," remembered 
Tricia, who has been recognized as Teacher of the Year 
twice. "I was so sick of the lies, the threats, the 
abuse. I couldn't handle my father's drinking and I was 
tired of trying to convince my mother that things were 
really bad." 
These ACoAs reported feeling afraid without really 
knowing what they were afraid of; Nothing seemed to be 
out in the open; nothing was really talked about, and 
nothing seemed to feel secure. Nineteen of twenty-six 
ACoA teachers spoke about fearing that they must have 
done something wrong if they are called into the 
principal's office; their answers on the Attitude 
* 
Questionnaire reflected that same feeling (See Appendix 
B) . 
Olson, McCubbin, Barnes, Larsen, Muxen, & Wilson 
(1983) reported that most families - alcoholic or not 
work hard to maintain internal stability; every family 
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makes an effort to preserve and protect established 
patterns of family behaviors. All ACoAs in this study 
revealed they had in one way or another used coping 
skills to keep the family going (such as working hard or 
keeping a cool head during a crisis). These turned out 
to be very useful and admirable strategies in their adult 
lives, although those abilities may have surfaced as 
attempts to preserve unhealthy ways of life. 
Basic Characteristics of ACoA Teachers 
in the School Workplace 
The literature states that Adult Children of 
Alcoholics have little experience dealing with what is 
considered normal. The only home life that ACoAs know, 
others might consider slightly mad or extremely bizarre. 
ACoA interviewees in this study shared in their 
interviews that they had no frame of reference for what 
it was like to be in a normal household. Said one, "I 
was very, very embarrassed about my family. I couldn t 
take people home because my father was always drinking. 
We always played outside, likewise I never went into my 
friends houses, either." Participants seemed to have no 
frame of reference for what is acceptable to say and to 
# 
feel. As one teacher reported, "If I'm wrong. I'll tell 
you I'm wrong, and if I'm right. I'll tell you I m wrong 
if that's what it takes for us to be friends, then I'll 
buy that." The study also confirmed that these 
participants, like other ACoAs in the workplace, had to 
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question or repress their own feelings all the time. 
Typical ACoA remarks were, "I think there's always a 
little reserve on my part as far as - I maintain a little 
distance - I don’t let people get inside me - in fact, 
I'm not sure I get inside me," and "There were houses and 
families where there was the same king of set up mine 
was, and there were others where the father was home 
reading in the chair and mother was cooking supper, and 
the kids were all sitting around talking and there was a 
real nice relationship, I felt uncomfortable there, I 
didn't know how to do that, I didn't know how to sit 
around and talk about things." Many things from their 
pasts contributed to their having to guess at what normal 
was. Many complained that they don't know when to say 
no, that they very often felt scapegoated because they 
ask a million questions, and that they follow 
inappropriate role models because of their untested 
assumptions about people. 
ACoAs had difficulty, they reported, following 
projects through from beginning to end. When 
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participants were asked to talk about what 
procrastination meant to them, some of the typical 
comments were, "I'm the world's biggest procrastinator", 
and "Somehow I just don't seem to be able to finish 
anything that I start." No ACoA participants reported 
that anyone took the time to sit down with them when they 
' 
. 
had an idea for a project and say, "That's a good idea. 
How are you going to go about doing it? How long is it 
going to take you? What are the steps involved?" They 
did not have parents to teach them how to solve problems. 
In healthier families, children have this behavior and 
attitude to model. The child observes the process and 
the child may even ask questions along the way. The 
learning may be more indirect than direct, but is 
present. 
ACoAs in this study reported that they lie when it 
would be just as easy to tell the truth. As one 
participant said, "I went through a period in my life 
when I couldn't tell the truth." But lying was basic to 
their family system which was affected by alcohol. It 
masqueraded in part as overt denial of unpleasant reality 
coverups, broken promises and inconsistencies. It took 
many forms and had many implications. Although it is 
somewhat different from the kind of lying usually talked 
about, this way of dealing with reality is still a 
departure from the truth. 
Black (1985) reported that ACoAs characteristically 
judge themselves without mercy. Eighteen ACoA teachers 
in the current study shared in their interviews that when 
they were children, "There was no way that I was good 
enough." "I was constantly criticized." Participants 
reported that they were often criticized for things that 
65 
made no sense. For example one said, "You'd write down a 
note and you'd have Dad respond that way because you were 
afraid of Dad's verbal response, if you actually asked 
him face to face." As a result, these people 
internalized criticisms as negative self-feelings. "As 
one participant reported, "They remain today, even though 
no one is saying them to me anymore." 
Sixteen of the volunteers revealed on the Attitude 
Questionnaire that it was hard to just sit back and relax 
and say, "it's OK to be me." In the school environment, 
fifteen of the ACoAs assumed that they are responsible 
for anything that goes wrong, will not accept strokes if 
the task was easy to accomplish and will downplay any 
credit they receive for completing a difficult task 
because, as one said "It's all a part of the job." 
Marlin (1987) reported that ACoAs take themselves 
very seriously and have difficulty having fun. These two 
characteristics appear to be very closely linked. If you 
are having trouble having fun, you're probably taking 
yourself very seriously, and if you don't take yourself 
all that seriously, chances are you can have fun. 
In this study, twenty-two of twenty-six ACoA 
teachers said they did not have much fun as children. 
Life was very serious, and an angry business. One said, 
"I was an adult before I was a child, that's basically 
what happened." They apparently didn't really learn to 
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play with other kids. They joined in some of the games, 
but weren't really able to let themselves go and have 
fun. Another said, "They weren't really friends, they 
were acquaintances." The tone around their homes 
undoubtedly put a damper on fun. The spontaneous child 
within was squashed. Having fun, being silly, being 
child-like, is to be foolish. One said, "We couldn't 
talk at the table - nothing - we couldn't say a word - 
dead silence. There was never a conversation initiated 
by us to them." These ACoAs reported having difficulty 
having fun. Life was too serious. They expressed that 
they often had trouble separating themselves from their 
work. One teacher said, "Maybe for the first time I can 
say that everything that I've always wanted is enough, 
rather than it's not enough, and maybe I can slow down a 
little bit and quit trying to please everybody, all the 
time, 24 hours a day, because it's an addiction. And 
it's worse than drugs, worse than drugs because if I was 
a drug addict I would know somewhere, someplace, a 
treatment to make me okay, but right now I can't see that 
being anyplace, it's something I have to live with. It's 
baggage." 
« 
Twenty-one of these ACoAs, like other ACoAs in the 
general population, had difficulty with interpersonal 
relationships. They wanted very much to have healthy 
interpersonal relationships, but found it extraordinarily 
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difficult. The feelings of being insecure, of having 
difficulty in trusting are not unique to them. However, 
the ACoAs experiences may have caused the ordinary to 
become more severe. A typical comment. "I worry about 
everything. What I should wear today requires a 
momentous decision. I just can't seem to give myself a 
break. The story of my life is tell me I'm okay." 
Eighteen respondents reported they have had trouble with 
boundaries, in that they did not know how much and what 
information about themselves to share with fellow 
teachers and supervisors. They also expressed difficulty 
not knowing how to assess what is a compliment and what 
is exploitation, be it sexual harassment or a personal 
favor. 
These ACoAs similar to other ACoAs, have overreacted 
to changes over which they have had no control. When 
they were growing up, they needed to begin to take charge 
of their environment. A typical remark was, "One's sense 
of power comes from one's ability to control others. And 
when one person is talking about controlling another 
person, that's a lack of power." These children 
apparently learned to trust themselves more than anyone 
else as they learned it was impossible to rely on a 
parents' judgment. Understandably, twenty-four twenty- 
four ACoAs have been perceived as controlling; rigid and 
lacking in spontaneity by their supervisors. One said, 
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"I convince myself that it's going to have to be the 
other way. I don't say anything. I know who Big Brother 
is, I know what Big Brother wants and knuckle under." 
This lack of control by ACoAs seems to come from their 
fear that if they are not in charge and if change is made 
abruptly, quickly and without being able to participate 
in it, they will lose control of their lives. In the 
school workplace, the ACoA teacher fears that any change 
may involve some loss of identity and that adjustment to 
change will involve experiencing the old fears of 
inadequacy and affirmation. Thus, any change in school 
may be perceived as disruptive. 
In summary, the data collected from this study were 
consistent with the attitudes and feelings expressed by 
ACoAs in the Woititz (1987) study. That is, teachers 
exhibit the same characteristics as ACoAs in other 
professions. Woititz (1987) reported in her study that 
CoAs were represented in all job categories but the 
numbers were skewed toward occupations that are usually 
considered stressful: Counselors, Secretaries, Nurses, 
Small Business Owners, Administrators, Teachers, and 
9 
Sales Representatives. 
In the following section we examine the question: 
How do ACoAs and non-AcoAs differ? 
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For purposes of researching this question, the 
interviews with all participants were compared to their 
answers obtained from the Attitude Questionnaire. 
According to Kristberg (1986), all people whether 
ACoA or non-ACoA, whatever their background, have been 
influenced by their pasts. Kristberg (1986) reported 
that ACoAs, however, were especially vulnerable to the 
pull of past experiences and past survival tactics. 
ACoAs in the current study continued to function as 
adults under the painful influence of the families in 
which they were raised. Nineteen ACoAs in the current 
study remarked that they continued to be plagued with 
feelings of hurt, anger, fear, humiliation, sadness, 
shame guilt, being different, confusion, unworthiness, 
isolation, distrust, anxiety, insecurity, and depression. 
A typical remark was, "I don't see myself in anybody. I 
don't see my children, my close family in anybody. I 
feel different. I want to feel the same. It bothers 
me." 
ACoAs in contrast to non-ACoAs, often described 
themselves as overresponsible, controlling, impulsive, 
obsessive, workaholic, people pleasers, self-defeaters, 
failures, perfectionists and procrastinators. None of 
the non-ACoAs in the current study described themselves 
that way. Nineteen of the twenty-six ACoAs in this study 
reported an inability to enjoy good relationships, to 
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have fun, or to be assertive. ACoAs were much more 
likely to do things because they felt they should, rather 
than because they wanted to. ACoAs usually accentuated 
the negative while non-ACoAs tended to be more positive. 
For example, when asked the question, "When someone says 
something nice to you, what is your response?" A typical 
ACoA response was "Why?" While a non-ACoA response 
reported, "I feel good." 
Normal is not a very helpful word in describing a 
family background - particularly that of an alcoholic 
family. It is more productive to describe the 
participants’ family as either functional or 
dysfunctional. No family is perfectly normal, 
functional, or healthy, just as no family is totally 
abnormal, dysfunctional, or unhealthy. Alcoholic 
families are by no means the only kind of dysfunctional 
families. 
In the non-ACoA families, participants reported that 
family members treated each other with respect and love 
and that they shared a sense of security and were 
sensitive to feelings and considerate of needs of other 
family members. Family conduct was usually predictable, 
behavior was reasonable and the parents responsible. The 
non-ACoA adults felt as though they had been nurtured and 
protected. And, as Virginia Satir (1972) pointed out in 
Peoplemaking, "In a nurturing family, it is easy to pick 
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up the message that human life and human beings are more 
important than anything else" (p. 87). In the non-ACoA 
families, the standards of expected behavior were firm 
yet flexible, they reported. Satir (1972) reported that 
family rules, implicit or explicit, took into account 
"individual differences but were basically consistent" 
(p. 114) . 
ACoAs did not report this same consistent family 
value; they reported that because of this their parents 
were not able to set appropriate, consistent family 
rules. For example, one participant reported he was 
instructed not to talk about things which would upset mom 
or dad. Another related, "Things went much easier when 
they did nothing to rock the boat. Dinner was pretty 
quiet. Anything we said rocked the boat. And then, if 
we were too quiet, that rocked the boat!" In these 
families rules were either nonexistent, inconsistent or 
extremely rigid. These ACoAs got strong messages they 
shouldn't trust anyone outside the family, shouldn't talk 
about what was going on inside the family, and shouldn t 
have feelings of their own. Family life was often 
chaotic they reported; at best it was described as 
unpredictable and confusing. One said, "When I was a 
cheerleader for my high school basketball team, my father 
arrived at a game drunk. My reaction was to take care of 
the situation, and get my father out of the gym before he 
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got hurt. I never talked to anyone about the incident 
because I thought no one would really understand, worse 
yet, that they would only make unkind judgments about me 
and dad. I didn't talk about it with my mother, because 
I thought it would only bring more pain to the family. I 
thought it was a lot safer to ignore my feelings." 
For eighteen of the ACoAs in this study neither of 
their parents, in their narrowly focused lives, was able 
i 
to give the ACoA a strong sense of self-worth, express 
t 
t 
affection, or help them solve problems. These 
t 
participants reported that their parents were frequently 
angry, insensitive, non-nurturing, unprotective, or even 
i 
« 
neglectful. Twelve reported being physically abused or 
terrified by the threat of violence or abuse. Sixteen 
r 
ACoAs reported that they didn't get attention, affection, 
love, and understanding that they needed in order to feel 
i 
safe and secure as adults. They often felt unloved, 
i 
i 
fearful and still felt that way as adults. 
i 
The interviews with all participants produced marked 
differences in the patterns of behavior of non-ACoA 
families and ACoA families, as shown in Table 10. The 
non-ACoA family operated in a variety of ways aimed at 
keeping the whole working, and if one person became sick 
or had serious problems, the whole family organized 
itself around whatever seemed to be wrong in an attempt 
to make it right. In ACoA's family, this attempt to 
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preserve the system demanded that everyone played the 
game of "let's pretend we're normal." As reported by 
non-ACoAs, one or both parents were in charge. In the 
ACoA family, ACoAs reported, no one appeared to be really 
in charge in their families since one or both parents 
were often either physically absent or emotionally 
unavailable. 
Table 10 summarizes the family behaviors described 
by participants in their interviews. It is obvious that 
the person who grew up in an alcoholic family viewed life 
in a different way from the person who came from a 
healthy family. The ACoA's basic approach to life is 
different. ACoAs view the world as an unsafe place and 
cope with an unsafe world by using rules that they 
learned as children. A typical remark was, "When I was 
growing up, I never thought the world was a safe place. 
Even today, whenever I put my foot down, I wonder if the 
earth will really be there." 
Table 11 represents the results of the participants' 
answers on the Attitude Audit Questionnaire (see Appendix 
B) to questions that described them as adults. The 
questionnaire was developed from items found in the ACoA 
Quiz in Focus on Family and Chemical Dependency (1986) 
and designed to give some insight into respondents' 
personal background; specifically the instrument looks at 
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how that adult may have been affected by growing up with 
an alcoholic parent. 
As shown in table 11, ACoAs consistently circled the 
responses ’'always" much more frequently than non-ACoAs. 
These results were consistent with the information shared 
by participants during their interviews. 
Table 10 
Comparison of Patterns of Behavior in ACoA 
and Non-ACoA Families 
ACoA FAMILIES NON- -ACoA FAMILIES 
1. very serious atmos¬ 
phere 
1. sense of humor demon¬ 
strated 
2. no personal privacy 2. members had right to 
personal privacy 
3. unclear boundaries 3. sense of family and 
permission to leave 
the family 
4. false loyalty to family 4. sense of wholeness in 
family 
5. family fragmented 5. no rigid rules or 
roles 
6. conflict between family 
members denied and 
denied and ignored 
6. conflict between 
family members allowe< 
and resolved 
7. family secrets 7. no family secrets 
8. family resists change 8 . family continually 
changes 
9. resists outsiders from 
entering the system 
' 9. allows outsiders into 
the system 
v 
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Table 11 
Comparison of Participant Responses 
on the Attitude Questionnaire 
Question 
ACoA 
Always 
1. It's very hard for me to figure 
out what I want in a relation¬ 
ship. 17 
2. I'm not sure what people want me 
to say when they ask about my 
feelings. 16 
3. It's hard for me to be close 
to people. 19 
4. I work very hard to get approval. 19 
5. I'm really attracted to strong 
people. 17 
6. People think I'm a nice person 
but my spouse (significant 
other) complains I won't be 
close. 16 
7. It's hard for me to relax with 
someone else around. 15 
8. I can talk about my feelings. 6 
9. For parents it is important to 
teach their children how to 
control their emotions. 20 
10. When I am called into the 
principal's office, I fear I've 
done something wrong. 23 
Non-ACoA 
Always 
0 
1 
1 
0 
1 
0 
1 
4 
0 
1 
Table Continued on Next Page 
Table 11 Continued 
ACoA Non-ACoA 
Question Always Always 
11. I have been let down by my 
principal(s) quite often. 17 1 
12. I have decidedly fewer friends 
than most people 18 1 
13. In education, it is most 
important to have the child 
learn desirable habits and 
attitudes. 23 1 
14. I am a fairly strict person, 
insisting on always doing things 
as correctly as possible. 21 1 
15. I consider myself a very serious 
person most of the time. 22 2 
16. I1ve always been a 
super-responsible person in 
my family. 23 1 
17. I feel anxious that things will 
get worse, or that things won’t 
get done. 19 1 
18. I feel an urge to manage the 
lives of others. 21 1 
19. I feel sure that everyone is 
laughing at me quite often. 3 0 
20. I have great difficulty 
trusting principals. . 21 0 
N=26 N=7 
Significant to note that 23 of 26 and 21 of 26 ACoAs 
felt fearful of their principals as compared to 1 out of 
77 
7 non-ACoAs. Given typical comments from ACoAs in the 
study like, "I grew up not trusting anyone. I thought 
everyone lied the way she did. It's still hard for me to 
trust people. I always assume ulterior motives. And I 
certainly don't trust people in authority", the results 
were not surprising. 
On questions 1, 4, 6, 9, 19, and 20 the only 
participants that replied "always" were ACoAs. Questions 
9, 10, 13, 14, 15, 16, 18, and 20 confirmed earlier 
evidence obtained through interviews that they were far 
more concerned about issues of control, values, 
attitudes, discipline, and responsibility than were non- 
ACoA teachers in this study. 
In questions 1, 3, 4, 5, 9, 10, 12, 14, 15, 16, 17, 
18, and 20, ninety percent, or more of the respondents 
who answered "always" were ACoAs. These results 
corresponded positively to the responses of the 
candidates in their personal interviews. Typical 
comments from ACoAs like, "I'm learning that being an 
adult child of an alcoholic can have some serious 
ramifications, the least of which is communication" point 
out the implications of being raised in an alcoholic 
home. 
In summary, ACoAs were significantly affected by 
their past experiences and past survival tactics. As 
represented by their responses in personal interviews and 
v 
their responses to the Attitude Questionnaire, ACoAs were 
much more likely to feel responsible than non-ACoAs. The 
interviews with ACoAs and non-ACoAs produced marked 
differences in the patterns of behavior found in the 
family unit. In addition, the results of the Attitude 
Audit Questionnaire showed very clearly that ACoAs viewed 
most issues as either black or while. 
In the following section we examine the questions: 
How do ACoAs describe their upbringing? How do non-ACoAs 
describe their upbringing? For purposes of this 
question, the interviews with the participants were 
analyzed. 
Typically ACoAs began by describing their families 
as "My family was normal. I grew up in a normal home. 
My childhood was pretty normal." Apparently ACoAs, would 
like very much to believe that their parents weren't 
alcoholic, that their families were just like all the 
others in the block. Yet, while clinging to the concept 
of normal - or typical, average or ordinary - ACoAs also 
talked about feeling "different." 
One said, "All my life I wanted to believe my family 
was normal. But I didn't know what normal was." 
Admitted on respondent, a teacher who wanted to stop 
feeling so self-critical and negative. "All I knew was 
that everyone else had it, and I didn't. The best I 
could do was to try to imitate the families that seemed 
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normal to me. I would visit other kid's homes and take 
in every detail. Whenever I saw something that I didn't 
have I decided that must be normal: kids who had their 
own room, clean clothes in every drawer, team pennants 
hanging from their walls." 
Another ACoA reported "I always think people will 
think I'm strange. If people like me, the first reaction 
is to think there must be something wrong with them, they 
; 
pity me, or they’re humoring me. I'm afraid to get close 1 
to people because I know that when they find out who I 
t 
really am, they'll be appalled and run away." 
i 
Joe, another ACoA participant said, "There were I 
l 
seven people in the family, but I never felt it was a i i 
i I 
family. Something was always boiling. There was lots of 
i 
action, but no consistency or affection." He described 
l 
i 
his feelings of confusion, rejection, and the fear 
i 
characteristic of children in alcoholic homes. Although 
he knew something was wrong, he didn't understand until 
much later in his life that his parents' violence was 
closely related to their alcoholism. 
In their apparent quest for perfection, ACoAs 
reported that they learned to take responsibility for 
themselves at a very early age. "I have a very hard time 
with my perfectionism on the job," said one forty-five 
year old ACoA teacher. "I get very, very upset when 
things don't go the way I've planned in class." To 
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remain blameless, they had to be perfect; they had to be 
whatever and whoever anyone wanted them to be; they had 
to avoid being a burden to anyone. 
"My mother always gave me the impression that I was 
the only one who could get my father to stop drinking", 
remembered Betty, a thirty year old English teacher. 
"She told me I was his favorite, that he would listen to 
me. She made me feel totally responsible. I thought 
that if I was very good he wouldn't drink so much. I 
thought if I didn't upset him, he wouldn't go out to the 
bars at night. So I tried by best to be the perfect 
daughter, but it didn't seem to do any good. Every night 
he would go out anyway, and he kept on drinking." 
The ACoAs' willingness to shoulder responsibility 
seemed to be encouraged by their parents' inability to 
concentrate on the tasks of parenting, they reported. 
When they were confronted with a child's needs, their 
parents' increasing preoccupation - with alcohol or with 
the alcoholic - made them feel helpless to meet those 
needs, or resulted in promises to take care- of things 
"sooner or later." Another ACoA said, "I've always been 
the superresponsible person in the family. 
The ACoA teachers reacted by being overly 
responsible. They were put in the position of 
protecting, rather than being protected. By pretending 
to be grown-up, by taking care of others, they apparently 
tried to keep their fears from overwhelming them. 
Children need supervision; and when they don't get it 
from their parents, they frequently learn to supervise on 
another. Often, because they got so good at it, ACoAs 
ended up taking care of their parents as well. One ACoA 
said, People are always amazed at how much I can 
accomplish in a short amount of time. I tell them that I 
got my training in boot camp, but I don't tell them that 
the camp was run by my brother and sister, who would have 
put Marine drill sergeants to shame. I guess we all 
worked very hard at being the grown-ups our parents never 
were." 
A typical ACoA remark was, "I've always been the 
responsible person in the family. I'm the one who always 
jumps in to take care of things - nobody ever took care 
of me. And even now, its hard for me to admit that I 
need to be taken care of sometimes. I never let anyone 
know how frightened and alone I feel." 
Most of these ACoAs seemed to have grown up too 
soon. In taking on so much responsibility they 
apparently learned to act mature even when they didn't 
feel like adults. And their parents may well have 
reinforced this maturity because it made life easier for 
them. "My parents were never around the house much when 
I was growing up", Betty, an oldest child, told the 
researcher. "My father worked all the time at his store 
v 
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and my mother was depressed. The usual mealtime scene 
was my father passed out in front of the TV with a beer 
in his hand and my mother in her room nursing one of her 
many migraine headaches. My sisters and I would be 
eating TV dinners by ourselves at the kitchen table. I 
was the oldest, so I was the leader. My sisters went 
along with almost everything I suggested." 
Controlling behavior and perfectionism often went 
hand in hand in this study. The ACoAs' desire for their 
own perfectionism apparently drove them to try to control 
everything about themselves and their lives. And their 
desire to make everything right compelled them to control 
others. Seemingly, they just didn't want to be perfect 
themselves, they wanted everyone else to be perfect too. 
ACoAs reported that they feel they have to supply all the 
solutions. "My friend John was really down a few months 
ago," said Robert, a fifty year old ACoA teacher. "He 
had lost his job and he was being evicted from his rent- 
controlled apartment. I felt really angry, but I 
couldn't understand why I was so mad at him. It finally 
dawned on me that I was angry because I couldn't get him 
another job or talk him into suing his landlord. I hated 
the fact that he wasn't doing anything and worse, he 
didn't see to appreciate all the advice I was giving 
him. " 
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ACoAs evidently use control as a defense against 
anxiety - anxiety that things would not stay the same. 
Being in control apparently gives the child of the 
alcoholic the idea that they can make things in the 
family better. They come to feel that they have to take 
all the actions, because no one else will. Nineteen of 
twenty-six ACoAs in this study learned to distrust others 
and to depend only on themselves which was evidenced by 
their personal interviews. 
All ACoA participants sought parental approval they 
reported, but the approval and disapproval became 
directly connected to the alcoholism. ACoAs often felt 
as if their behavior caused or controlled when and how 
much parents drank. "I always felt my father disapproved 
of me," Linda an ambitious science teacher told me. "He 
was a workaholic who drank very little. But after even 
one drink his personality changed. He had a terrible 
temper, and I was always afraid of getting him angry." 
These remarks were typical of the ACoAs in this study. 
This fear of disapproval often led those participants to 
be extremely critical in self-judgment as adults and 
reinforced their perfectionist tendencies. 
Regardless of ACoA or non-ACoA's background, they 
all worried about whether or not they would be good 
parents. Comparing the interviews of ACoAs and non-ACoAs 
one would have concluded by reading the transcripts that 
ACoAs just worried a great deal more than non-ACoAs. In 
addition to the normal worries about career, money, 
children, death and taxes, ACoAs worried whether they 
would be model parents and have model children. Being 
good enough usually does not measure up to ACoAs' 
unrealistic, perfectionist standards. The tendency to be 
an overresponsible child seems carry over to being an 
overresponsible adult and an overresponsible parent. 
Non-ACoAs reported that in their childhood 
experiences their parents demonstrated the basic 
ingredients for intimate relationships: trust, love, 
sharing of vulnerabilities, other-awareness, the ability 
to solve problems, and a commitment to each other. On 
the other hand in ACoA families one finds the focus on 
attention to drinking and the drinker and the inability 
to pay much attention to developing interpersonal 
relationships. The interviews with non-ACoAs, indicated 
that in those families they did not rigidly center 
themselves around chronic illness, but promoted enduring 
relationships that were loving, supportive, and 
adaptable. 
In summary, the alcoholic family (a dysfunctional 
family) and the healthy family, are at opposite ends of 
the spectrum. The healthy family supports and assists 
its members in their development. The controls the 
healthy family places on its members are appropriate to 
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the age group and the abilities of the individual members 
whereas, the controls in the dysfunctional family 
restrains the members of the system. 
In the next section we will examine the following 
questions: How do secondary teachers who are ACoAs 
describe what it is like to be a teacher? How do 
secondary teachers who are not ACoAs describe what it is 
like to be a teacher? For purposes of researching this 
question the results of the interviews with the 
participants were analyzed. 
Nineteen of the ACoAs interviewed, viewed and 
approached experiences in their world of teaching in an 
orderly, sequential and one-dimensional manner. They 
expressed concerns about their teaching position in terms 
of "bottom lines", and "deadlines." They thought by 
using "trains of thought" which had clear beginnings and 
clear ends. 
Twenty-two of twenty-six ACoAs reported that they 
were structured and used prescribed formula in dealing 
with teaching assignments. They exhibited a sense of 
criticalness which bordered on the ultra-conservative. 
When teaching experiences appeared to be chaotic or 
fortuitous, they coerced ideas, students, places, or 
things into logical patterns suitable to them. A typical 
ACoA comment, "All my classes know what I expect. I have 
three sections of General Science and I want to keep them 
v 
86 
together. When a sub comes in he only has to worry about 
one prep with those classes.” 
Seventeen of twenty-six ACoAs reported that they 
were constantly striving for perfection in their 
classrooms, an could detect the most minute detail, flaw, 
and variance in their classrooms with uncanny precision. 
They were able to link successfully - connected parts and 
divided facts and figures into categories and 
subcategories. They reported they were not usually 
I 
interested in abstract educational theories and ' 
l 
interpreted administrative words "literally". One said, 
i 
t 
"When the principal says not to give passes to the 
bathroom, that means no passes to the john. That's it." 
Twenty-one of twenty-six ACoAs, said they were 
creative teachers in two ways: they could produce 
concrete products or prototypes from someone else's ideas 
and they could duplicate a product already in existence. 
They also affirmed that their desire for perfection aides 
them in re-creating and refining a teaching technique, 
activity, or procedure to make it more efficient and more 
effective. According to them they were also able to use 
their organizational abilities to align teaching 
activities for maximum effectiveness. One said, "I can 
always improve on any idea. I want to have everything go 
perfectly. I don't want anyone to find fault. I hate 
making mistakes." 
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Twenty-four of twenty-six ACoAs teachers reported 
they tended to resist change. They all said in one way 
or another that they all wanted change and yet they did 
not want change. They wanted someone else to change, to 
make things different. They tended to be impatient: 
they wanted a quick fix. They found it extremely 
difficult to break a habit or existing operation and try 
something which was speculative, untried, experimental, 
t 
and not yet guaranteed to work. This reluctance to j 
l 
i 
change was viewed by their principals as rigidity or 
stubbornness. However, these ACoAs tended to view it as 
stability until the new idea or procedure proved itself 
to their satisfaction. One said, "I hate it. Every time ! 
. i 
i 
i 
someone attends another workshop or seminar, we got to ; 
try something new. Why is it always us? How do you know 
it's better?" 
Twenty-three of twenty-six ACoA teachers reported 
that they generally were not easily adaptable to new 
conditions at school and in their classrooms. ACoAs also 
reported that change needed to come in slow, deliberate, 
incremental steps. They felt a great need to be able to 
predict events and, if possible, play a role in their 
development and outcome. Another ACoA said. Sometimes 
things change too fast. I feel sometimes overwhelmed. I 
don't know what's going half of the time. No one wants 
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my opinion. They are afraid that I might find something 
wrong with it." 
Eighteen of twenty-six ACoA teachers claimed that 
they were realists and were practical and predictable. 
They claimed that they were the stabilizing, conservative 
influence in crisis situations in school and in their 
families. They described themselves as cool, clam and 
collected, patient and hardworking; approaching their 
teaching assignments with careful, precise, steady 
pacing. They reported that they were the responsible and 
dependable teacher who would firmly abide by the rules, 
ethics and traditions inherent in their schools. This 
was confirmed by their supervisors' observations. ACoAs 
insisted that their loyalty, tenacity, endurance, and 
strength were evident in the faculty when the going got 
tough. 
Twenty—four of twenty—six ACoA teachers, in their 
interviews, expressed a preference to have a quiet, 
ordered, predictable and stable school environment. They 
reported that they wanted people, especially their 
principals, and their environment to be predictable and 
dependable. An unclear, disorderly school and or 
classroom as one said, "would virtually drive me up a 
wall." 
Twenty-five of twenty-six ACoA teachers reported in 
interviews that they wanted and needed to know what 
was expected of them and wanted specific directions 
before they would proceed on any assigned task. These 
ACoAs described this need arising from their desire to do 
their job correctly and to learn by imitating the 
behavior of an expert or someone that they felt had more 
expertise than they. ACoA teachers reported a low 
tolerance for distraction and claimed to function best 
when the school environment was relatively free of 
peripheral sound and activity. In the school 
environment; twenty-three ACoA teachers recounted that 
they expected their fellow teachers to be dedicated, 
loyal, productive and task-oriented. Evidently the 
qualitative and quantitative standards they set for 
themselves and others was often extremely high. 
Twenty-five of twenty-six ACoAs described themselves 
in their interviews as practical and conservative. They 
prided themselves as being teachers who were succinct, 
logical and exact. They shunned flowery language, 
complex sentences and "two-dollar words", which according 
to them, confused both the issue and the listener. They 
reported being usually cautious and diplpmatic in 
expressing themselves but they also admitted that they 
could be quite arbitrary and dictatorial in expressing 
their opinions and in giving directions to students. As 
a disciplinarian, they could be "hard nosed" and their 
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principals confirmed this behavior. A typical comment 
was, "In my classes I'm in charge. I don't have 
discipline problems. If a kid gives me a problem he will 
never make it." 
Non-ACoA teachers' dominant thinking appeared to be 
anchored in their feelings. Their judgments in their 
classrooms, according to their interviews, were made in 
relation to prior emotional experiences both positive and 
negative. Their thinking appeared to be perceptive, 
critical, and suspicious due to what appeared to be an 
innate ability to see behind the outward appearance of a 
person, place or thing. They reported that they could 
establish rapport with students and tune into their inner 
patterns, moods, and motivations in an uncanny way 
whereas the ACoAs reported relying heavily on "first 
impressions". One said, "I know within the first class 
whether that kid is going to make it. If they don't have 
the commitment and the right attitude I know it." 
Twenty-two of twenty-six ACoAs reported an unusual 
ability to detect fraud, phony and false claims amongst 
♦ 
children. Their best barometers according to them were 
their instincts and emotions which they expressed through 
terms like "gut reaction" and "when its right, you'll 
know it." 
Twenty-two of twenty-six ACoA teachers reported 
concentrating their energies on relationships. They 
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described establishing attachments to certain ideas, 
people, places, and things; they apparently would not 
give up relationships despite logical reasons which 
supported a breakup, although they divorce more often 
than non-ACoAs. They appeared to be more concerned with 
the quality of their experiences than with their quantity 
and often directed their attention only to that which 
they found had personal meaning. 
The non-ACoA teachers described their approach to 
change in school as being subject to their current 
emotional attitude and the intensity of their interest in 
that which is being changed. Non-ACoAs reported refusing 
to accept any modification in a purpose or goal because 
of their lack of acceptance of the idea, principle, or 
personality behind the proposed change. They said they 
could authentically change over night because of an in 
depth "change of heart" or having "seen the light." One 
said, "Sometimes I don't think much of an idea but after 
I've had some time to think about it quite often I try it 
out." Non-ACoAs appeared to be more receptive to change 
and less threatened by ideas and changes within the 
school environment. 
Twenty-five ACoAs described themselves as extremely 
sensitive, and profoundly affected both positively and 
negatively by the school environment. They expressed 
strong feelings about the need for the school to permit 
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them freedom of movement, expression of thought, and 
emotional experience. If ACoAs do not feel a sense of 
freedom, they reported becoming anxious and frustrated. 
They also related that they could maneuver and manipulate 
through red tape and the school bureaucracy with 
remarkable ease and finesse. Another ACoA said, "I've 
learned how to make it happen. I know how to get what I 
want. If I need some special materials and my chair 
doesn't have the money, I can usually find the bucks." 
Non-ACoA teachers reported often making their points 
in the school and their classrooms through stories and 
through humor. Their speech during interviews contained 
many more multitudinous adverbs and adjectives, than did 
ACoA teachers. They used their hands and body movements 
naturally when communicating to students they said, and a 
typical comment was, "If they tied my hands behind my 
back, I might not be able to talk." 
"Super", "fantastic", "out-of-sight", and "dynamite" 
are valuative words used by non-ACoA teachers when 
describing a top-quality happening in their classrooms. 
In their interviews, non-ACoA teachers described their 
dislikes: 
dogmatic and strictly logical systems of 
thought, 
cold, noncaring, unemotional people especially 
principals, 
conservative and restrictive school 
environments, 
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being forces to justify their feelings, 
being required to quantify their qualitative 
experiences and, 
being continuously told to be realistic. 
In contrast, the word "good" was used by ACoAs to 
describe a top-quality happening in their classrooms. In 
their interviews ACoA teachers described their dislikes: 
physical and environmental conditions which 
were not conventionally correct, 
broken promises and surprises, 
people who procrastinate, 
discussions which appear to be academic rather 
than down-to-earth, and 
individuals who were "too-emotional" in their 
decision-making. 
In summary, ACoAs appeared to need clear structure, 
to have bottom lines and deadlines and to have a strong 
need for order. Non-ACoAs spoke of the need for freedom 
and less structure. ACoA teachers rarely spoke of the 
need for freedom and less structure. ACoA teachers 
rarely spoke of using humor in the classroom, but 
constantly spoke of control in the classroom, the school, 
♦ 
and in their private lives. ACoAs were less likely than 
non-ACoAs to be supportive of change, especially if they 
perceived that change may directly affect them. ACoA 
teachers appeared less likely to change their minds about 
an issue, over night, even when presented with 
overwhelming evidence to the contrary. 
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In the next section, we examine the following 
questions: What do ACoAs' childhood experiences mean to 
their lives? What do non-ACoAs' childhood experiences 
mean to their lives? 
For purposes of researching this question the 
results of interviews with participants were reviewed. 
The data consists of anecdotal summaries, individual 
comments, and remarks that were typical of ACoAs and non- 
ACoA participants. 
When ACoAs were children, their parents' 
preoccupations either with alcoholic or the alcoholic 
forced many to become self-starters. One commented, 
"Early on I got the notion that I had to learn something 
to get ahead in life, and that I wasn't going to get much 
help from my parents." Another recalled, "I had a 
teacher in junior high school who was very supportive and 
gave me the direction and encouragement I needed. I 
decided that I was going to be a teacher. Studying was 
my salvation. It was the one thing I could do by myself 
and didn't need help from my parents. , Once I knew what I 
wanted, I went for it." 
"As we were growing up, most of us learned to take 
care of our own business - and often the day-to-day 
business of coping and caring for the family as well," 
said Mary an ACoA. In many of the alcoholic homes, 
parents did not have the time, or did not take the time 
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to teach children very much. Left without direction, the 
CoA often had no choice but to figure things out on their 
own. "I guess we were supposed to learn from our 
mistakes and I certainly made plenty of them," Tom an 
ACoA admitted. "But it forced me to take care of myself. 
I made important decisions by myself: where to go to 
school, now to apply for tuition aid, where to get a job. 
Today I supervise five other teachers and I think I’m 
pretty good at it. Having only myself to rely on made me 
independent, aggressive, and fairly competent. I just 
always knew that If I didn't do it no one else would. So 
/ 
I learned." 
And they did learn. Their self reliance makes any 
ACoAs hard-working, reliable, resourceful, capable, and 
successful teachers. As another ACoA said, "It increases 
your autonomy, helps you maintain an independence in your 
personal life but it can make you so self-reliant that 
you can isolate yourself from others." 
An alcoholic environment breeds youngsters who are 
good at knowing when, where, and with whom they are 
likely to land in trouble. Being on the lookout can mean 
the difference between disaster and staying out of harm's 
way. "I've had to learn to stay away from high stress 
situations and critical people," admitted Pam, a single 
teacher in her forties. "I've learned it's not in my 
best interest to be around critical people. I criticize 
myself enough ,and I don't need to put myself on 
anybody's firing line." 
Non-ACoAs appear to have been raised in homes where 
parenthood was considered a process, not an event. Their 
parents recognized that their needs as children changed 
dramatically as they grew. Their parents changed too; 
they didn't stop growing as individuals when their 
children started to grow. Affection was openly 
expressed. Sam, a non-ACoA related that "my parents held 
us just for the sake of holding us. Hugging and kissing 
were normal." 
Non-ACoAs reported being raised in homes where they 
felt safe; that is where trust in the outside world was 
balanced with intimacy within the family. They felt they 
could be open and talk about their feelings. They could 
establish their own opinions, and activities without 
always waiting for their parents' approval. 
Lastly, non-ACoAs' parents planned family functions 
to include extended family. Family reunions gave them a 
chance to meet distant cousins and get attention from 
* 
aunts, uncles, and grandparents. These occasions 
provided warmth and spontaneity that often extended to 
other areas of their lives as well. 
In summary, while the clearest indication of a 
healthy family is consistency, the words that best 
describe living in an alcoholic home is inconsistency and 
* 
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unpredictability. In most non-ACoA families one finds 
emotions being expressed clearly, and each person being 
given the opportunity to share feelings. Emotions are 
accepted by an attentive group which offers understanding 
and support. Family members freely ask for attention, 
and give attention to others in return. In an alcoholic 
home, emotions are repressed and become twisted. 
Emotions are often not shared, and unfortunately, when 
they are expressed it is done in a judgmental manner 
placing blame on one another. 
In the next section we examine the following 
question: Is there any correlation between the 
subjective personal anecdotal observations of supervisors 
and the self-reporting qualitative responses of ACoAs 
using the participant interviews and the Gregorc Style 
Delineator? For purposes of researching this question 
the observations made by principals, participant 
interviews and participant responses on Gregorc Style 
Delineator were analyzed. Participants selected words on 
the Delineator that emerged from the language patterns of 
individuals involved in educational institutions. The 
words chosen carried strong connotative values and 
elicited intellectual and emotional impact. These words 
in the Delineator were ranked by each participant 
according to which was the best and the most powerful 
description of them. 
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Each principal was given a questionnaire listing all 
the teachers on that staff, and asked to name the 
teachers who he/she felt were most identifiable by that 
characteristic. These questionnaires were then compared 
to the responses of participants in their interviews and 
their choices of words on the Gregorc Style Delineator. 
From this simple assessment instrument some correlations 
are possible. 
Tables 12-23 compare the results of ACoA responses 
on six questions in the ACoA Quiz in Focus on Family & 
Chemical Dependency (1986) with their principals' 
observations. Each of the following ACoA characteristics 
will be compared separately. 
Wants Desperately to Please (Tables 12, 13) 
This characteristic was mentioned by all but one of 
the twenty-six ACoA teachers during their personal 
interviews as being a behavior that they lives with each 
day. Since ACoAs apparently cannot affirm themselves, 
they look for it from their supervisors and co-workers. 
They overwork in order to get strokes and are convinced 
that the next promotion would provide personal 
validation. (Table 12) Principals identified twenty-two 
of the twenty-six ACoAs as being teachers on their staff 
who most want to please others. 
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Table 12 
Comparison of Supervisors' Questionnaire, Personal 
Interviews and Self-Reporting 
Qualitative Responses of ACoAs (N=26) 
Wants Desperately to Please 
Interviews Principal's Questionnaire 
25 22 
Gregorc 
19 
Table 13 presents data which compares principals’ 
observations of all participants with the participants 
self-reporting qualitative on the ACoA Quiz. The "x" 
indicates that the participant and supervisor did not 
identify that characteristic. 
Table 13 shows that principals match in 22 out of 26 
instances with the self-reporting responses of ACoA 
teachers and only 1 out of 7 responses of non-ACoA 
teachers, who said they Wanted Desperately to Please. 
This also demonstrated a strong correlation with the 
observations of their principals and the responses of 
ACoA teachers. 
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Table 13 
Comparison of Supervisors' Observations and the 
Self-Reporting Qualitative Responses 
of all Participants on the ACoA Quiz 
Wants Desperatelv to Please 
Teacher Self-Identified Observed bv Principal 
001 yes yes 
002 * X X 
003 yes yes 
004 yes X 
005 yes yes 
006* yes yes 
007 yes yes 
008 yes yes 
009 yes X 
010 yes yes 
Oil X yes 
012* yes X 
013 yes X 
014 yes X 
& 
015 yes yes 
016 yes yes 
017 yes yes 
018 yes yes 
Table Continued on Next Page 
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Table 13 Continued 
Wants Desperately to Please 
Teacher Self-Identified Observed by P 
019 yes yes 
020 yes yes 
021 yes yes 
022* yes ' X 
023 yes yes 
024 yes yes 
025 yes yes 
026* yes X 
027 yes yes 
028* yes X 
029 yes yes 
030 yes yes 
031 yes yes 
032 yes yes 
033* yes X 
N=31 N=23 
*Non-ACoA Teacher 
Number of Matches ACoA (22) Non-ACoA (1) 
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ACoAs respondents in this study clearly sought 
approval constantly (Table 13). A typical comment was, 
"I don't take on people, I don't make enemies. If you 
and I had a bad word in the hallway or something, I would 
come down and see you before I went home. I'd walk into 
that room and say look, I want to apologize.” 
Split the World into Good or Bad (Tables 14, 15) 
This characteristic was identified by all but two of 
twenty-six ACoAs during their interviews; their 
principals correspondingly agreed by identifying twenty- 
one ACoAs on their questionnaires. This characteristic 
was also reported by ACoAs on the self-reporting Gregorc 
Delineator (see page 76 for a discussion of the 
Delineator). ACoAs reported in their interviews that 
they were very often accused by others of being 
controlling, rigid, and lacking in spontaneity. 
Their principals reported that they saw twenty-one 
of these teachers as individuals who most often split the 
world into good or bad or black or white. There was a 
i 
tendency for these teachers to see the world and the 
people in it, in fairy-tale fashion as all good or all 
bad (Tables 14, 15). 
According to the results shown in Table 14 and 15, 
there was a strong correlation between the self-reporting 
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responses of ACoA teachers and their principals' 
observations of their behaviors. Principals identified 
21 of the 26 ACoAs as people on their staff who most 
often saw the world as black or white. 
Table 14 
Comparison of Supervisors" Questionnaire, Personal 
Interviews and Self-Reporting Qualitative 
Responses of ACoAs (N=26) 
Interviews 
Splits World Into Good or Bad 
Principal's Questionnaire Greqorc 
24 21 20 
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Table 15 
Comparison of Supervisors' Observations and the 
Self-Reporting Qualitative Responses of 
all Participants on the ACoA Quiz 
Splits the World Into Good or Bad 
Teacher Self-Identified Observed bv 
001 yes yes 
002 * yes X 
003 yes X 
004 yes X 
005 yes yes 
006 * yes X 
007 yes yes 
008 yes yes 
009 X yes 
010 yes yes 
Oil yes X 
012* yes X 
013 yes X 
014 yes yes 
015 yes yes 
016 yes yes 
017 yes yes 
018 yes yes 
Table Continued on Next Page 
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Table 15 Continued 
Splits the World Into Good or Bad 
Teacher Self-Identified 
019 yes 
020 yes 
021 yes 
022* yes 
023 yes 
024 yes 
025 yes 
026 * yes 
027 X 
028 * yes 
029 yes 
030 yes 
031 yes 
032 yes 
033 * X 
N=26 
Observed by Principal 
yes 
x 
yes 
x 
yes 
yes 
yes 
yes 
yes 
x 
yes 
yes 
yes 
yes 
x 
N=22 
*Non-ACoA Teacher 
Number of Matches - ACoA (16) Non-ACoA (1) 
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Have an Exaggerated Sense of Responsibility (Tables 16, 
17) 
Twenty-one of twenty-six ACoAs interviewed spoke 
about their strong sense of responsibility. They 
reported that they either took it all on or gave it all 
up. There was no middle ground. Eighteen of them were 
identified by their self-reporting on the Style 
Delineator as having a very strong sense of 
responsibility (see page 76 for discussion Delineator). 
Their principals reported they see many of these 
ACoA teachers individually as people on their staff who 
have the most exaggerated sense of responsibility. 
Principals felt that these teachers often became focused 
on one thought or idea and could not get this thought or 
idea out of their minds. The thought became compulsive. 
Even if these ACoAs did not act on their thoughts, they 
may still have ruled their thinking processes. There was 
less correlation between the supervisors’ observations 
and the self-reporting responses of ACoAs, 18 out of 24, 
than in earlier items (Table 16). 
Woititz (1987) reported that ACoAs were either super 
responsible or super irresponsible. Nineteen of the 
ACoAs in the current study confided that they tried to 
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"please their parents", doing more and more, and did not 
see a family that cooperated with each other. They 
reported that they had no sense of how to cooperate with 
other people and allow other people to do their part of 
the projects. They also admitted that they didn't have a 
good sense of their own limitations. 
Table 16 
Comparison of Supervisors' Questionnaire, Personal 
Interviews and Self-Reporting Qualitative 
Responses of ACoAs (N=26) 
Interviews Principal's Delineator 
Questionnaire 
Exaggerated 
Sense of 
Responsibility 21 18 18 
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Table 17 
Comparison of Supervisors' Observations and the 
Self-Reporting Qualitative Responses of all 
Participants on the ACoA Quiz 
Have an Exaggerated Sense of Responsibility 
Teacher Self-Identified Observed by Pr 
001 yes yes 
002* X X 
003 yes X 
004 yes yes 
005 X yes 
006* X X 
007 yes X 
008 yes yes 
009 yes yes 
010 yes yes 
Oil X yes 
012* X yes 
013 yes yes 
014 yes yes 
* 
015 yes yes 
016 yes yes 
017 yes yes 
018 yes X 
Table Continued on Next Page 
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Table 17 Continued 
Have an Exaggerated Sense of Responsibility 
Teacher Self-Identified Observed by Pr 
019 yes yes 
020 yes yes 
021 yes yes 
022 * X X 
023 yes yes 
024 yes X 
025 X X 
026* yes yes 
027 yes yes 
028* X X 
029 X X 
030 X yes 
031 X yes 
032 X yes 
033* yes X 
N=21 z
 
ii CO
 
o
 
*Non-ACoA Teacher 
Number of Matches - ACoA (13) Non-ACoA (0) 
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Controlling of Others (Tables 18, 19) 
Twenty ACoAs shared their common sadness related to 
a sense of having little grasp or control over their 
destiny in their interviews. They related that they 
often felt helpless, hopeless or out of control. There 
were three kinds of control involved: the control other 
people had over them; the control they had over other 
people and events and the control they exerted over their 
own bodies and minds. Because of their experiences with 
drinking parents, twenty-two ACoAs reported they had to 
keep the lid on tightly to keep themselves from emerging. 
Their principals reported that twenty-four of the 
twenty-six ACoA teachers as the most controlling 
educators on their faculties. These teachers, according 
to their principals, had a desperate need to control 
their classrooms. This included students, student tasks, 
physical space, and just about anything else. Principals 
also felt that these teachers were the most rigid and 
least spontaneous teachers on their staffs. This 
observation by supervisors confirmed ACoAs self reports 
about their fear that if they are not involved in change, 
should it take place, they will lose control of their 
lives. 
Ill 
Table 18 
Comparison of Supervisors' Questionnaire, Personal 
Interviews and Self-Reporting Qualitative 
Responses of ACoAs (N=26) 
Interviews Principal's Gregorc 
Questionnaire 
Controlling 
of Others 22 24 
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Table 19 
Comparison of Supervisors' Observations and the 
Self Reporting Qualitative Responses of all 
Participants on the ACoA Quiz 
Controlling of Others 
Teacher Self-Identified Observed bv Principal 
001 yes yes 
002* X X 
003 yes yes. 
004 yes yes 
005 yes yes 
006* X X 
007 yes yes 
008 yes yes 
009 yes yes 
010 yes yes 
Oil yes yes 
012* X X 
013 yes yes 
014 yes X 
015 yes yes 
016 yes yes 
017 yes yes 
018 X X 
Table Continued on Next Page 
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Table 19 Continued 
Controlling 
Teacher Self-Identified 
019 yes 
020 X 
021 yes 
022* X 
023 yes 
024 yes 
025 yes 
026* X 
027 yes 
028* X 
029 yes 
030 X 
031 yes 
032 X 
033* X 
N=19 
of Others 
Observed by Principal 
yes 
yes 
yes 
yes 
yes 
yes 
yes 
x 
yes 
x 
yes 
yes 
yes 
yes 
x 
N=26 
*Non-ACOA Teacher 
# 
Number of Matches - ACoA (22) Non-ACoA (1) 
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Overreacts to Personal Criticism (Tables 20, 21) 
Twenty-one of twenty-six ACoA teachers spoke about 
being overly sensitive if their performance was 
questioned and traumatized if criticized. Therefore, 
they didn't ask for help and would rather make errors 
than ask how something should be done. They also felt 
that anyone that was unhappy, was unhappy with them. 
They also reported feeling bad about what went badly, 
regardless of their input and they ignored what went 
well, still regardless of their input. 
These teachers also spoke about their inability to 
trust as the basis for them being very sensitive to 
personal criticism. They spoke of two distinct kinds of 
trust. Twenty ACoAs spoke about trusting others; 
seventeen ACoAs spoke about trusting themselves. Asked 
about the first type, they said, "Well you just feel it 
in your bones." "I just trust a certain principal 
because he is not trying to make me think anything 
special about him; he has no axe to grind, and he isn t 
trying to get anything from me." "I expect supervisors 
to do the right thing, but I’m not shocked when they 
don't. " 
Their principals identified these twenty-one ACoAs 
as the most overreactive faculty when it came to personal 
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criticism. Although these twenty-one ACoAs said they 
were acutely aware of all things that were going on 
around them, they also said they needed to be aware of 
everything that was happening in order to feel safe. One 
teacher related that she was in class one day, working on 
various tasks for a class play and her principal entered 
the room. Walking to a cabinet on her stroll around the 
room, the principal came to her and informed her that 
there was dust on the cabinet. She had managed, she 
said, to find a principal with her father's ability to 
remind her that she would never be enough. 
Table 20 and 21 presents data which looks at one 
ACoA characteristic. Overreacting to Personal Criticism 
and compares the self disclosures of teachers, 
supervisors' observations and interviews. 
Table 20 
Comparison of Supervisors' Questionnaire, 
Personal Interviews and Self-Reporting 
Qualitative Responses of ACoAs (N=26) 
Overreacts to 
Personal 
Criticism 
Interviews Principal's Gregorc 
Questionnaire 
21 20 19 
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Table 21 
Comparison of Supervisors' Observations and the 
Self-Reporting Qualitative Responses of all 
Participants on the ACoA Quiz 
Overreacts to Personal Criticism 
Teacher Self-Identified Observed by Principal 
001 yes X 
002* X X 
003 X . X 
004 yes yes 
005 yes yes 
006* X X 
007 X yes 
008 yes X 
009 yes yes 
010 yes X 
Oil yes yes 
012* X X 
013 yes yes 
014 X X 
015 yes yes 
016 X yes 
* 
017 yes yes 
Table Continued on Next Page 
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Table 21 Continued 
Overreacts to Personal Criticism 
Teacher Self-Identified Observed by Principal 
018 yes yes 
019 yes , yes 
020 yes yes 
021 yes yes 
022* x yes 
023 yes yes 
024 yes yes 
025 x x 
026* x x 
027 yes yes 
028* x x 
029 yes Yes 
030 yes yes 
031 yes yes 
032 x yes 
033* x „ x 
N=22 N=24 
*Non- -ACOA Teacher 
Number of Matches - ACoA (19) Non-ACoA (0) 
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Isolated (Tables 22, 23) 
Nineteen of twenty-six ACoA teachers reported in 
their interviews feeling different from other people. 
They assumed that in any group everyone else felt 
comfortable and they were the only ones who felt awkward. 
Feeling different was something they have felt since 
childhood. They did not have the opportunity to be a 
child. They were very concerned with what was going on 
at home. These ACoAs reported that as children they 
never were completely comfortable playing with other 
children. 
What happened to them was that they apparently 
became isolated. As a result, socializing and being a 
part of any group, became increasingly difficult for 19 
of these ACoAs. They seemingly did not develop the 
social skills necessary to feel comfortable or to be a 
part of the group. 
Their principals' questionnaires, confirmed some 
teachers' personal comments of feeling isolated. But 
this was not surprising in the light of what we know from 
the literature about ACoAs trying to fit in with whatever 
the group happens to be. However, nineteen of these ACoA 
teachers had a real fear of drawing attention to 
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themselves and this fear of standing out followed them 
into their adulthood. There was a very positive 
correlation between the responses of the ACoAs and the 
observations of their supervisors. 
Marlin (1987) reported that alcoholic families have 
boundary problems not only among themselves but also 
between family members and the rest of the world. Betty, 
a thirty-five year old teacher described her experience: 
"There were five of us in the family, and we were very 
close. My parents didn't encourage us to have friends 
outside the family so we always did things as a unit. It 
kept us pretty isolated from others, and we were critical 
of anyone outside the sibling group who tried to get in." 
This anecdote helps to explain that there is no allowance 
for individuality or autonomy, crucial to healthy growth 
and development in such a family. 
Table 22 
Comparison of Supervisors' Questionnaire, 
Personal Interviews and Self-Reporting 
Qualitative Responses of ACoAs (N=26) 
Interviews Principal's Delineator 
Questionnaire 
Isolated 19 12 12 
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Table 23 
Comparison of Supervisors' Observations 
and the Self-Reporting Qualitative Responses 
of all Participants on the ACoA Quiz 
Isolated 
Teacher Self-Identified Observed by Principal 
001 yes yes 
002* X X 
003 yes yes 
004 yes yes 
005 yes yes 
006* X X 
007 yes X 
008 yes yes 
009 X X 
010 yes X 
Oil yes X 
012* X X 
013 yes yes 
014 yes yes 
015 yes yes 
016 yes yes 
017 X X 
018 X X 
Table Continued on Next Page 
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Table 23 Continued 
Isolated 
Teacher Self-Identified Observed by P 
019 X X 
020 yes X 
021 X X 
022* X X 
023 yes yes 
024 yes yes 
025 X X 
026* X X 
027 yes X 
028* X X 
029 yes yes 
030 X X 
031 yes X 
032 yes X 
033* X X 
N=16 N=22 
*Non-ACOA Teacher 
Number of Matches - ACoA (11) Non-ACpA (0) 
122 
In summary, there was a positive correlation between 
the subjective personal anecdotal observations of 
supervisors and the self-reporting personal responses of 
ACoA interviews and their responses on the Gregorc Style 
Delineator. All the ACoAs were identified by their 
principals, as having at least four characteristics that 
were closely associated with ACoA; principals selected 22 
out of 25 ACoAs who identified themselves as Wants , 
Desperate to Please, 19 out of 21 ACoAs who labeled 
themselves as people who Split the World Into Good or 
Bad, 18 out of 19 ACoAs who felt they Have an Exaggerated 
Sense of Responsibility, 20 out of 22 ACoAs who felt as 
though they are Controlling of Others, 19 out of 21 ACoAs 
who felt that they Overreact to Personal Criticism, and 
12 out of 16 ACoAs who felt Isolated most of the time. 
There were only 16 instances out of 198 where principals' 
observations did not agree with the self-disclosure 
responses of the ACoAs. 
There was far less correlation between the 
principals' observations and the ACoA responses on the 
Gregorc Style Delineator. While the Delineator may have 
some correlation to the total number of ACoAs, it was not 
particularly significant when used with individual ACoAs. 
In the next section we examine the following 
questions: To what extent are ACoAs alike in their 
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responses to the Gregorc Style Delineator? To what 
extent are non-ACoAs and ACoAs alike and unalike in their 
responses to the Gregorc Style Delineator? For purposes 
of researching this question the responses of ACoAs and 
non-ACoAs on the Style Delineator were examined. 
Gregorc (1982) stated that "the Style Delineator 
uses words rather than descriptive phrases because 
semanticists have shown that different concepts and 
constructs are conveyed by shades of meaning of words. 
Research from psychological tests reveal that single 
words can generate whole complexes which have an 
attraction and revulsion upon an individual. Further, 
single words can provide a general domain to attract 
minds. The words selected for use in the Style 
Delineator emerged from the language patterns of 
individuals who were involved in educational 
institutions" (p. 45). 
ACoAs selected words in the Gregorc Style Delineator 
that most described them such as objective, 
perfectionistic, solid, practical, careful with detail, 
thorough, realistic, ordered, persistent and product 
oriented. Non-ACoAs chose words like sensitive, 
colorful, non-judgmental, lively, aware, spontaneous, 
empathetic, attuned, aesthetic, and person oriented to 
described themselves. 
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The Gregorc Style Delineator looks at two mediation 
abilities of the mind: perception and ordering (Gregorc, 
1982). Combining both perception and ordering, Gregorc 
identifies four distinct patterns of style. The 
Delineator is a self-analysis tool designed to assess a 
person's perceptual and ordering-mediation abilities. 
Perception abilities are the means through which people 
grasp information. They emerge as two qualities: 
abstractiveness and concreteness. Abstractness enables 
individuals to grasp, conceive, and mentally visualize 
data through the faculty of reason and to emotionally and 
intuitively register and deal with inner and subjective 
thoughts, ideas, concepts, feelings, drives, desires, and 
spiritual experiences. Concreteness enables adults to 
grasp and mentally register data through the direct use 
and application of the physical senses. 
Ordering abilities are the ways in which people 
authoritatively arrange, systematize, reference, and 
dispose of information. These emerge as two qualities: 
sequence and randomness. Sequence is the quality that 
* 
disposes the mind to grasp and organize information in a 
linear, step-by-step, methodical, predetermined order. 
Randomness disposes the mind to grasp and organize 
information in a nonlinear, leaping, and multifarious 
manner. 
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As was predicted in Chapter 3, the most dominant 
style identified by ACoAs on the Gregorc Style Delineator 
was Concrete Sequential. Gregorc1s eleven years of 
phenomenological research on the Style Delineator 
revealed that every environment places demands upon 
individual to adapt to it by modifying to some degree 
their natural mediation abilities; that is, individual 
needs align with the immediate and surrounding 
environment. These findings are consistent with what the 
research says about the influence of the alcoholic on the 
children of that family. 
Comparing the styles of ACoAs and non-ACoAs, using 
the Gregorc Style Delineator, (Table 24) we find ACoAs to 
be oriented to the Concrete Sequential style (18 out of 
26), as opposed to non-ACoAs who tend to be about equally 
divided over the four styles. Table 24 compares the 
styles ACoAs and non-ACoAs use, at least as they reported 
it. 
* 
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Table 24 
Comparison of Styles of ACoAs and Non-ACoAs 
According to the Gregorc Style Delineator 
Greqorc Styles 
Teachers csa ASb ARC CR* 
ACoAs 18 0 6 2 
Non-ACoAs 2 1 3 1 
Concrete Sequential bAbstract Sequential 
cAbstract Random Concrete Random 
Table 25 compares the individual styles of non-ACoAs 
and ACoAs, as reported by the Gregorc Style Delineator, 
with the supervisors' subjective personal anecdotal 
observations of those teachers. There was a very strong 
correlation between the styles of ACoA teachers and the 
observations of their principals. The six (6) 
characteristics selected for observation by supervisors 
were the six most common characteristics found in other 
ACoAs in studies by Wegscheider (1985) and Woititz 
(1987) . 
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For example, those ACoA teachers identified as 
Concrete Sequential (CS), were mentioned by their 
principals at least four (4) out of a possible six times, 
on their supervisors' questionnaire (see Appendix C), the 
remaining ACoAs, identified as either Abstract Random or 
Concrete Random, were mentioned at least three (3) out of 
a possible six times by their principals. 
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Table 25 
Comparison of the Individual Styles of 
ACoAs and Non-ACoAs with Supervisors' Personal 
Anecdotal Observations (Tables 16, 18, 20, 22, 24, 26) 
Teacher Greqorc Style Supervisors' Observations 
CS AS AR CR 16 18 20 22 24 26 
001 X X X X X X X 
002 * X 
003 X X X X X 
004 X X X X X 
005 X X X X X X 
006* X X 
007 X X X X X X 
008 X X X X X X 
009 X X X X X 
010 X X X X X X 
Oil X X X X X X 
012* X 
013 X X X 
014 X X X X X 
015 X X X X X X X 
016 X X X X X X X 
017 X X X X 
« 
X X X 
018 X X X X X X 
Table Continued on Next Page 
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Table 25 Continued 
Teacher Gregorc Style Supervisors' Observations 
CS AS AR CR 16 18 20 22 24 26 
019 X X X X X X X 
020 X X X X X 
021 X X X X X X X 
022* X X 
023 X X X X X X X 
024 X X X X X X 
025 X X X X X ~ X 
026* X 
027 X X X X X 
028* X X 
029 X X X X X X X 
030 X X X X X X 
031 X X X X X X X 
032 X X X X X X 
033* X 
*Non-ACoA teacher 
It was important to note that principals identified 
sixteen of eighteen Concrete Sequential ACoAs as teachers 
who by their behaviors Want Desperately to Please (Table 
13). According to principals and the ACoAs themselves, 
they tended to overwork in order to get strokes. 
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Again, fourteen Concrete Sequential ACoAs, were 
identified by their principals as people Who Split the 
World Into Good and Bad (Table 15). As reported by 
Seixas and Youcha (1985), this tendency to see the world 
and the people in it as all good or bad, was common for 
children of alcoholic parents. 
Twelve Concrete Sequential ACoAs, were identified by 
their principals as teachers who most often exhibited an 
Exaggerated Sense of Responsibility (Table 17). Marlin 
(1987) reported that ACoAs have a quest for perfection 
and they learned to take responsibility for themselves at 
a very early age (Black, 1985). To remain blameless, 
they had to be perfect; they had to avoid being a burden 
to anyone. A typical comment by one ACoA teacher was, 
"My mother was often sick, hungover from pills and 
alcohol, so I took care of things around the house. I 
had all the grown-up responsibilities." 
Seventeen out of eighteen Concrete Sequential ACoAs 
were identified by their principals as teachers on their 
staffs who most often were Controlling of Others (Table 
19). Seixas and Youcha (1985) reported that the concern 
with control is easy to trace to childhood in the 
alcoholic household where things may have been literally 
out of control. The ACoA who learned as a child how to 
get their needs met, will continue to behave in a 
manipulative manner in their adulthood. 
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Seventeen Concrete Sequential ACoAs were identified 
by their principals as teachers on their staffs who most 
often Overreact to Personal Criticism (Table 21). This 
was supported by comments made by ACoAs in their 
interviews. Twenty-two ACoAs reported being 
oversensitive to questions about their performance is 
questioned or criticized. They do not ask for help and 
would rather make errors than ask how something should be 
done. 
Fifteen of eighteen Concrete Sequential ACoAs were 
identified by their principals as teachers who most often 
appeared to be the most Isolated on their staff (Table 
23). Marlin (1987) reported that ACoAs still felt closed 
off from the rest of the world. ACoAs, according to 
Marlin (1987) often felt alone and afraid and usually 
preferred escaping from people rather than seeking them 
out. 
In summary, ACoAs and non-ACoAs in this study differ 
in their responses to the Gregorc Style Delineator and 
their specific mental qualities as determined by the 
Style Delineator. The most dominate style of the 
participants in this study, was Concrete Sequential, 20 
out of 33. The most dominate style of the ACoAs in this 
study, was Concrete Sequential, 20 out of 33. The most 
dominate style of the ACoAs in this study Concrete 
Sequential, 18 out of 26. Finally, supervisors when 
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given a list of their total faculty, and asked to 
identify the individuals most identified with the six 
characteristics only selected non-ACoAs 5 times out of a 
possible 198 opportunities but selected ACoAs 193 times. 
In the next section we examine the following 
question: What does an administrator need to know about 
the characteristics of secondary teachers who are ACoAs? 
The impact of growing up with alcoholism pervades 
every aspect of adult life. It influences feelings of 
self, relationships and one's ability to get things done, 
regardless of whether in the home, social, or the work 
environment. Since a large portion of one's waking hours 
are spent in the workplace, whatever or wherever that 
setting may be, the way one feels and behaves in that 
environment is a significant part of one's life. Similar 
traits play out depending on the environment. These 
examples of issues - issues involving control of 
environment as a reaction to growing up with anarchy and 
the ability to say no for fear of rejection - are fairly 
common to ACoAs. 
ACoA teachers in this study reported that they did 
not accept change easily. Change, regardless of its 
nature involved loss. The ACoA had difficulty expressing 
feelings, talking about needs and wants, and sometimes 
carrying on general conversation, let alone talking about 
things that are personally important. 
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These teachers found that they could not trust 
others. Since their level of distrust was much higher 
than their level of trust, they often feel that they 
cannot really count on anyone. 
However, there were some ways in which ACoAs made 
very good employees: 
1. They were out to please and therefore rarely 
questioned authority. 
2. They saw the school as a safe environment where 
they could be cared for. 
3. They kept people at a distance and therefore 
concentrated on work to be done rather than 
taking time off or using it to become involved 
with other staff. 
4. They had an exaggerated sense of 
responsibility. 
5. They were used to handling stress and 
functioned well under pressure. 
On the other hand there were ways in which ACoAs made 
poor employees: 
1. They were so afraid of success they didn't do 
their best, or would undermine their own 
efforts. 
2. They became emotionally out of control, 
particularly when feeling pushed around, 
unappreciated, or overlooked. 
3. They equated salary with appreciation and/or 
love. 
4. They were oversensitive if their performance 
was questioned or criticized. 
5. They were confused about independence and 
dependence. 
6. They doubted their own ability and therefore 
accepted jobs that did not require their full 
potential. 
134 
7. They felt they tried hard, but were never good 
enough. 
Administrators need to know that ACoA teachers: 
1. will guess at what normal is: 
a. are perfect candidates for exploitation by 
students and staff because they apparently 
do not know when to say no. 
b. are often scapegoated by others because 
they asked a million questions. 
c. pick inappropriate adult role models 
because they make assumptions and do not 
check them out. 
d. often have difficulty establishing 
reasonable expectations for students 
because they don't know what normal is. 
2. have difficulty in following a project through 
from beginning to end, 
a. operate superbly under pressure. 
b. are unable to plan and complete long-term 
projects. 
3. lie when it would be just as easy to tell the 
truth, 
a. try to second guess the administrator, who 
asks their opinion, so they can give the 
answer they think the principal wants. 
b. agree to perform tasks they could not 
perform although they assume they should 
have been able to do or why would they 
have been asked? 
4. judge themselves without mercy, 
a. assume they are responsible for anything 
that goes wrong. 
b. will not accept praise if the task is easy 
to accomplish. 
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c. downplay any credit they receive for 
completing a difficult task because "it's 
all part of the job." 
5. take themselves very seriously, 
a. are generally very serious people. 
b. display a lack of humor in the classroom. 
c. use rigid, inflexible classroom rules. 
d. are prime candidates for burnout. 
6. learn at a very early age not to trust, 
a. have difficulty expressing their feelings. 
b. have difficulty carrying on general 
conversation. 
c. cannot trust others, since their level of 
distrust is apparently much higher than 
their levels of trust, they often feel 
like they really cannot count on anyone. 
d. have difficulty resolving personal 
conflicts. 
Limitations 
The subjects of this study consisted of thirty-three 
teachers who were faculty members of three secondary 
schools in the Commonwealth of Massachusetts. 
Qualitatively these schools might differ from the norm, 
as evidenced by their openness and enthusiasm to this 
research. 
* 
More faculty members volunteered for this study than 
were needed for the research. The first thirty three 
volunteers were selected for the study and that may have 
influenced the numbers of ACoAs or non-ACoAs. Eight 
faculty members were not present at the faculty meetings 
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when this researcher explained the study, and therefore 
they did not have the opportunity to participate in the 
research. 
Two questionnaires had three questions that were 
left blank, but overall, respondents had to be - 
sufficiently interested to use their own time to complete 
the questionnaire. Data collection was not uniform, 
because of the use of in-depth interviews, although a 
standardized questionnaire was used. Both direct return 
mail at faculty meetings and return postal mail were 
used. 
The researcher acknowledges that he may have some 
bias in that his own childhood had been affected by a 
parent who was chemically dependent. this was discovered 
after the study was more than half way completed and did 
not affect the decision by the researcher to undertake 
this study. 
Summary, Conclusions, and Recommendations 
In the final chapter, the researcher will include a 
summary and discussion of findings, recommendations to 
administrators and others for the use of the conclusions 
in this study, and suggestions for further research. 
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CHAPTER 5 
SUMMARY DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS 
In this chapter the researcher will provide a 
summary and discussion of the findings, recommendations 
to school administrators and others for the use of the 
conclusions in this study, and suggestions for further 
research. 
Introduction 
This study began as an investigation of the 
childhood experiences of secondary teachers who are Adult 
Children of Alcoholics (ACoAs), in order to assess the 
effect of those experiences on their professional lives 
and to raise the awareness of school administrators 
concerning the characteristics of ACoAs. In-depth 
interviews, participants' backgrounds and behaviors in 
the school environments, attitude questionnaires, 
supervisor assessment and a comparison of the specific 
mental qualities of ACoA and non-ACoA teachers were used 
as a basis for the study. 
Eight specific research questions were raised in the 
investigation of the childhood experiences of secondary 
teachers who are Adult Children of Alcoholics (ACoAs). 
1. To what extent do secondary teachers who ACoAs 
share common characteristics with ACoAs in 
other occupations? 
2 How do secondary teachers who are not ACoAs 
differ from their ACoA colleagues? 
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3. How do secondary teachers who are ACoAs 
describe their up-bringing? How do secondary 
teachers who are not ACoAs describe their up¬ 
bringing? 
4. How do secondary teachers who are ACoAs 
describe what it is like to be a teacher? How 
do secondary teachers who are not ACoAs 
describe what it is like to be a teacher? 
5. How do secondary teachers who are ACoAs 
describe what their childhood experiences mean 
in their lives? How do secondary teachers who 
are not ACoAs describe what their childhood 
experiences mean in their lives? 
6. Is there any correlation between the subjective 
personal anecdotal observations of supervisors 
and the self-reporting qualitative responses of 
ACoAs, using the Gregorc Style Delineator? 
7. To what extent are ACoAs alike in their 
responses to the Gregorc Style Delineator? To 
what extent are non-ACoAs alike in their 
responses to the Gregorc Style Delineator? 
8. What does an administrator need to know about 
the characteristics of secondary teachers who 
are ACoAs? 
Summary of Findings 
The eight questions provide the framework for the 
summary of the findings. 
1. To what extent do secondary teachers who ACoAs 
share common characteristics with ACoAs in 
other occupations? 
This question led to comparing the respondents' 
personal data with the personal data in another ACoA 
study and the emotional difficulties expressed by these 
volunteers and other ACoAs in other studies. These 
comparisons lead to the following finding. 
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Secondary teachers who are ACoAs share many common 
characteristics with ACoAs in other occupations. 
Regardless of the nature of their work or the status of 
the occupation, ACoAs had similar feelings about 
themselves and about their work. Those characteristics 
are: 
1. ACoAs guess at what normal is. 
2. ACoAs have difficulty in following a project 
from beginning to end. 
3. ACoAs lie when it would be just as easy to tell 
the truth. 
4. ACoAs judge themselves without mercy. 
5. ACoAs have difficulty having fun. 
6. ACoAs take themselves very seriously. 
7. ACoAs have difficulty with interpersonal 
relationships. 
8. ACoAs over react to changes over which they 
have no control. 
9. ACoAs constantly seek approval and affirmation. 
10. ACoAs feel that they are different from other 
people. 
11. ACoAs are either super responsible or super 
irresponsible. 
12. ACoAs are extremely loyal, even in the face of 
evidence that the loyalty is undeserved. 
13. ACoAs are impulsive. 
* 
There is a recognizable thread that runs through the 
fabric of family life in households in which someone is 
drinking too much. The case histories presented in this 
study were real. They came from 26 children of 
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alcoholics that talked with the researcher. Names have 
been changed to protect their privacy. These people 
voluntarily shared the experience of their childhoods. 
2. How do secondary teachers who are not ACoAs 
differ from their ACoA colleagues? 
This question involved interviewing and analyzing 
transcripts from all 33 volunteers, both ACoAs and non- 
ACoAs and comparing that data to respondents Attitude 
Questionnaires. That lead to the following finding: 
ACoAs were more negatively affected by their childhood 
experiences in terms of their interpersonal relationships 
than non-ACoAs and ACoA families have marked differences 
in patterns of behavior from non-ACoA families. 
Inside every ACoA seemed to be a frightened child 
who was terrified that things would get out of control. 
Feelings, their own and others; frightened them. They 
had a desire to appear "normal" and were afraid that 
other people might discover what they themselves really 
did not want to know. Many ACoAs reported memory loss 
surrounding their childhood. Many ACoAs were so 
alienated from their families, they blocked off much of 
their family history because of the pain of growing up in 
an alcoholic family. 
3. How do secondary teachers who are ACoAs 
describe their up-bringing? How do secondary 
teachers who are not ACoAs describe their up¬ 
bringing? 
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This question involved interviewing and analyzing 
all 33 participants in this study. That lead to the 
following finding: ACoAs and non-ACoAs described their 
up-bringing very differently. ACoAs spoke of living from 
crisis to crisis, the need to control their environment, 
the inability to trust, the inability to have fun, and 
the fear of standing out in a crowd. The divorce 
statistics and the number of unhappy ACoAs compared to 
non-ACoAs confirmed not only that ACoAs struggle with 
relationships, but had special problems and special needs 
(Table 4). Emeshed in rigid boundaries, reported by 
ACoAs, left no room for individual differences. 
Non-ACoAs spoke of families where mutual respect was 
found and where clear boundaries allowed for separateness 
for each member and yet maintained closeness. Freedom 
and flexibility in those relationships promoted clear and 
direct communication. 
4 How do secondary teachers who are ACoAs 
describe what it is like to be a teacher?—How 
do secondary teachers who are not ACoAs 
describe what it is like to_be—a—teacher? 
This question lead to the interviewing of 33 
volunteers and the analyzing of the transcripts of those 
interviews. The following was found: ACoAs described 
what it was like to be a teacher differently from their 
non-ACoA colleagues. ACoAs were much more concerned with 
issues of trust, "knowing where you stand", "bottom 
lines", and control; they tended to be ultra- 
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conservative, looked for perfection, did not like change, 
needed an orderly environment, and required loyalty and 
clear structure. 
Non-ACoAs rarely spoke of the above issues, but 
rather of needing humor, and being ready to change if 
convinced with reliable evidence; they looked to 
establishing relationships with students; and they felt 
mistakes were inevitable. 
5. How do secondary teachers who are ACoAs 
describe what their childhood experiences mean 
in their lives? How do secondary teachers who 
are not ACoAs describe what their childhood 
experiences mean in their lives? 
This question lead to interviewing of 33 volunteers 
and the examination of all transcripts. The following 
was found: There were differences between what ACoAs and 
non-ACoAs childhood experiences meant to their lives. 
ACoAs seemed to handle rejection and adjust to it. Fear 
of abandonment, however, cut much deeper, apparently 
because of their childhood experiences. ACoAs believed 
that in ideal relationships there would be no conflict 
and no anger. Although they recognized intellectually 
that this was impossible, emotionally this was what they 
wanted. Therefore, ACoAs learned not to be angry. 
Instead they rationalized, explained things away, and 
finally became depressed. 
ACoAs expressed difficulty in trusting others. The 
ability to trust comes from healthy relationships. Trust 
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is not easy for these people to accomplish, because they 
have to unlearn many negative responses and feelings. 
Non-ACoAs are aware of their priorities and live 
with them. They do so not rigidly, but mindfully. They 
do not feel that everything has to be done immediately. 
They tend to feel they cannot do everything. They 
recognize their limitations and do not put themselves 
down. 
Non-ACoAs have learned what is appropriate and what 
is inappropriate to share in the work setting. Though 
they feel close to people they work with, they do not 
tell them personal things. They, because they are clear 
on boundary issues, they do not confuse what is 
appropriate to share. 
6. Is there any correlation between subjective 
personal anecdotal observations of supervisors 
and the self-reporting qualitative responses of 
ACoAs, using the Gregorc Style Delineator? 
This question lead to an examination of the 
observations of teachers made by their principals, 
interview transcripts and participant responses on the 
Gregorc Style Delineator (see page 76 for discussion of 
Delineator). The following was found: There was a 
significant correlation between the observations of their 
supervisors and the self-reporting responses of ACoAs in 
the categories of: control, over reaction to personal 
criticism, responsibility, seeing the world as either 
black or white, and seeking approval. 
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There appeared to be a strong correlation between 
the personal observations of principals and the self- 
reporting responses of the participants and less 
correlation with the Gregorc Style Delineator. The self- 
reporting responses of ACoAs were identified by their 
principals on principal questionnaires. This implied 
that six characteristics of ACoAs are observable to 
supervisors and could be used to identify secondary 
teachers who might be ACoAs. 
In addition, there was some correlation between the 
styles of ACoAs on the Style Delineator. Eighteen ACoAs 
revealed they used a Concrete Sequential style in their 
daily interactions, while non-ACoAs were evenly 
distributed among all styles. Given these sources of 
information, it would be reasonable to say that there is 
strong possibility that many ACoA secondary teachers may 
use a Concrete Sequential style. 
7. To what extent are ACoAs alike in their 
resoonses to the Greqorc Style Delineator? To 
what extent are non-ACoAs alike in their 
responses to the Greqorc Style Delineator? 
This question lead to the examination of the 
responses of ACoAs and non-ACoas on the Style_Delineator. 
The findings included: There were differences between 
» 
the responses of ACoAs and non—ACoAs to the Gregorc Style 
Delineator and their specific mental qualities as 
determined by the Gregorc Style Delineator. ACoAs used 
145 
words in the Delineator that described themselves as 
perfectionists, practical, solid, thorough, realistic, 
ordered, and product oriented. Non-AcoAs selected words 
like sensitive, person-oriented, spontaneous, empathetic, 
and non-judgmental. 
According to the Style Delineator ACoAs viewed time 
in discrete units of past, present, and future. Whereas 
non-ACoAs viewed time by the moment. ACoAs tended to 
focus their attention on material reality, in contrast to 
non-ACoAs who were more attached to emotions, 
relationships, and memories. ACoAs, according to the 
Style Delineator, were excessively conformists and 
possessive, and used language that emphasized literal 
meanings. 
Moreover Concrete Sequential teachers according to 
the Gregorc Style Delineator, usually saw things in terms 
of being black or white (Tables 14 & 15). Anything in 
between the two extremes was apparently generally too 
fuzzy or amorphous for the ACoA to base a value decision 
upon. Consequently, he/she usually answers a question or 
offers an opinion of yes or no, right or wrong, tastes 
good or tastes bad, or sounds good or sounds bad. Non- 
ACoAs, according to the Gregorc Style Delineator, could 
be observed as viewing routine and orderliness as boring 
and non essential, thus differently from ACoAs. 
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8 . What does an administrator need to know about 
the characteristics of secondary teachers who 
are ACoAs? 
This question will be discussed later in this 
chapter. 
Discussion 
The finding that secondary teachers who were ACoAs 
shared many common characteristics with ACoAs in other 
occupations indicated that ACoAs, regardless of 
occupation are no qualitatively different in the way they 
are affected by parental alcoholism. This is a pervasive 
condition across the professions. 
The finding that there were differences between what 
ACoAs and non-ACoAs childhood experiences meant to their 
lives must not lead to the inference that all ACoAs had 
the same responses to their home situations. But it is 
possible in these cases to trace a common coping strategy 
arising from the misuse of alcohol in the family. 
The finding that there was a significant correlation 
between the observations of their supervisors and the 
self-reporting responses of ACoAs suggested that the 
workplace was a home away from home. Those in authority 
took on the role of parent. There is a possible 
explanation for this. Since ACoAs have difficulty with 
boundaries, it is very hard for ACoAs to maintain an 
appropriate and comfortable social and emotional climate 
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with their principals and colleagues; thus, affecting 
relationships with principals and colleagues. 
Conclusions 
This study presents information that administrators 
need to know about the characteristics of ACoA teachers 
(Question 8). Data gathered in this study presents 
evidence that ACoAs were found in the study group of 
teachers. Those secondary teachers who were ACoAs were 
affected by their childhood experiences in alcoholic 
families and continued to use their past survival tactics 
in the school setting. Furthermore, data suggests that 
these teachers were seriously affected by parental 
alcoholism and in their adult lives experienced emotional 
difficulties and problems in interpersonal relationships 
with other adults and children. 
In addition, the data suggests that teachers' 
feelings and attitudes had significant effect on teacher 
morale. The manner in which teachers presented 
themselves as human beings, would have an influence upon 
the students' lives and learning, as well as the daily 
activities in the classroom. 
& 
The data also suggest thht ACoA teachers did not 
respond, in general, in positive ways to students and 
supervisors; that these ACoA teachers used less humor in 
their classrooms; these ACoAs appeared more serious, more 
anxious, less trusting and more rigid in their attitudes 
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and behaviors than other teachers in the study. 
Moreover f the data presented documentation that ACoA 
teachers had difficulty trusting others, experienced high 
states of anxiety, and felt super responsible. 
The data produced evidence that ACoA teachers had 
similar symptoms and behaviors to other ACoAs and that 
those experiences were very different from non-ACoAs 
raised in healthier family systems. In addition, ACoAs 
had higher levels of anxiety, which could have an effect 
on students' mental health, students' performance, and 
teacher-principal interactions. One might predict that 
this anxiety could affect the manner in which teachers 
handled their teaching responsibilities. 
The data show that ACoAs created their own stress 
even when it was not present in the job. These data 
sustain Fuller's (1969) observation that when teachers 
were under stress, the survival concerns of teachers 
increased, and took precedence over teaching activities. 
The data showed that ACoA teachers used 
significantly more task oriented behaviors with their 
students than their colleagues in this study. ACoAs also 
used fewer positive reinforcements with their students 
than non-ACoAs. ACoAs tried to remove themselves from 
painful situations or from all risk-taking situations, 
they reported. 
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The data substantiates Suehr's (1961) findings that 
the characteristics of teachers with low morale and the 
characteristics of ACoAs were almost identical. 
Specifically, both groups: (1) were inflexible in their 
personality make-up, (2) were very anxious, (3) felt that 
their childhood home was not very close, (4) felt there 
were very few close friends, and (5) felt distrustful of 
others most of the time. 
The data produced some evidence that a significant 
number of ACoAs may exist in every secondary faculty. 
This study was developed from the childhood case 
histories of 33 teachers in three public secondary 
schools in Massachusetts. The informants were found in 
12 educational disciplines; ranged in age from 26 to 58, 
and had a minimum of 5 years teaching experience. The 
participants volunteered, and there were numbers of other 
staff that came forward to volunteer after the initial 
participants had been selected; this leads the researcher 
to believe that the numbers of ACoAs in our secondary 
schools may be very high indeed. 
Recommendations 
\ 
The findings uncovered in the present study have led 
to conclusions from which some recommendations are 
forthcoming. These recommendations are presented in 
hopes of raising the awareness levels of administrators 
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and teachers and at the same time suggesting steps for 
action. 
1. Secondary administrators should institute 
Employee Assistance Programs in their schools 
or school systems. An Employee Assistance 
Program is an ideal path to draw ACoAs into the 
treatment they need. Because teachers spend a 
large portion of their lives in the school 
environment, it is here, surrounded by 
colleagues and supervisors who do not 
necessarily have the personal investment in the 
working relationship, that ACoA behavior can be 
perceived and addressed for the good of both 
the individual and the school. 
2. Schools should take immediate steps to offer an 
educational series to their teachers, 
administrators, and school board members. The 
objectives of an educational series on and for 
adult children of alcoholics could be the 
following: 
a. participants learn the cost of alcoholism 
and related problems to their school. 
b. participants become familiar with the 
research, literature, and experiences of 
the largest population of people affected 
by alcoholism. 
c. participants may identify themselves as 
belonging to this population. 
d. participants have the opportunity to ask 
questions and receive clarification on 
individual problems and concerns, and 
assess whether the education would be of 
further help. 
e. participants become aware of the 
progressive processes of alcoholism, the 
family disease. 
f. participants become aware of how these 
family dynamics can be replayed in the 
school environment. 
g. participants become familiar with how a 
functional family system deals with 
problem solving, expression of emotions, 
and communication. 
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h. participants become familiar with various 
roles assumed in alcoholic families and 
identify how various family members serve 
in maintaining survival, reducing stress, 
and create a sense of stability for the 
ACoA. 
i. participants discuss the strengths and 
weaknesses implied in various roles, what 
the advantages and disadvantages were, and 
what emotions the roles repressed. 
j. participants identify how the alcoholic 
and co-dependent parents responded 
conditionally to various role behaviors 
versus responding unconditionally to the 
whole child. 
k. participants become aware of the 
manifestations of the employee's isolation 
in the school environment. 
l. participants learn how these internalized 
overt and covert messages interfere with 
teacher's present functioning. 
m. participants develop strategies toward 
change. 
n. participants become aware of the available 
recovery programs. 
o. participants utilize a variety of 
resources to help with various needs. 
p. participants discover how problems of 
trust can affect the school workplace. 
q. participants understand recovery as a 
process. 
Supervisors need to have a general understanding of 
* 
the personality characteristics of their teachers because 
those patterns play an important role in determining the 
teacher's behavior (Henjum, 1984). With this insight 
into teachers' lives, supervisors may more completely 
understand why teachers perform as they do in the 
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classroom and why teachers react to supervisors as they 
do. 
Recommendations for Further Research 
1. What is the nature of the relationship between 
ACoA secondary teachers and their colleagues? 
We know that ACoAs want very much to have 
healthy interpersonal relationships with their 
colleagues but have difficulty for a number of 
reasons. We would expect those relationships 
to limit or impede ACoAs from participating in 
Peer Coaching, Cooperative Learning, and other 
types of teaching strategies. 
2. What is the impact of parental alcoholism on 
elementary teachers? We have been able to 
determine that ACoAs may be found in all 
professions, including secondary teaching. It 
would be interesting to confirm that ACoAs 
exist in elementary education and what effect 
parental alcoholism plays in the lives of 
elementary teachers. 
3. What is the impact of parental alcoholism on 
school administrators? Are the issues for 
supervisors who are ACoAs similar or the same 
as for the teachers? If so, how does this 
affect their teachers? Do these insecurities 
lead to management styles which tend to 
perpetuate the alcoholic family system? 
Epilogue 
As a high school principal for the past ten years, 
the content of this study has been of particular interest 
to me. As I began my study of ACoAs some years ago, the 
behavior of people in schools added real* life dimensions 
to the theoretical issues being discussed. 
Supervision of instruction is an important source of 
job satisfaction for me. My opportunity to teach and to 
open doors in people's minds, now comes primarily through 
supervision of instruction. While fighting for the 
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necessary time to work with teachers in a consuming task, 
gaining their acceptance of the process is sometimes even 
more awesome. The point of my recent investigation was 
to explore the ways in which teachers experience their 
needs for trust in order that I would be better able to 
gain that trust and affect teachers in a positive way. 
I hope this study enables supervisors to better 
understand teachers who have been raised in alcoholic 
homes, to develop strategies to encourage trust, to 
reduce suspicion, and to help teachers enjoy and maintain 
appropriate and comfortable social and emotional climate 
with their students and principal. 
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APPENDIX A 
PARTICIPANT INFORMATION FORM 
Name_ 
Address 
Telephone-Home_Work 
Name of School__ 
School Address ____ 
 Zip Code. 
Code Number 
Sex (M or F)_ 
_ Zip Code_ 
Your age: 20-29_30-39_40-49_50-59_60-69- 
Were you : Circle One: the only child gng Qf several children adopted 
If you were one of several children were you: 
Please circle one: 
the oldest middle child youngest Pth,er_(please describe)—-- 
Your present teaching assignment is:--- 
You have been teaching for: 1 -4 yrs._5-10 yrs.-11 -20 yrs.__ over 20_ 
Your parents' occupation: mother----- 
father____ 
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APPENDIX B 
ATTITUDE AUDIT QUESTIONNAIRE 
Code Number 
Attitudes play an important role in determining people's behavior. It is vital that we have 
a general understanding of the behavior patterns of teachers. With these insights into this 
dimension of teacher's lives, we have a useful means by which to measure how particular 
comments or actions may be perceived by teachers. And, we may more fully understand 
why teachers perform and respond as they do. 
This questionnaire has a number and variety of questions that ask for you to express 
your attitude about a number of situations. Please circle your answers on the questionnaire 
as directed. Remember that there are no right or wrong answers, and that your responses 
will be held in strict confidence. To ensure confidentiality, you are requested not to identify, 
yourself by writing your name on the questionnaire. 
Thank you for your interest. 
Directions: 
The following statements may describe you as a child. Please circle the response that 
you think best described you as a child. 
A= Always M= Most of the time F= Few times S= Seldom or never 
1. I take care of other people, but no one takes care of me. 
A M F S 
2. No matter what happens, I feel I get blamed for it. 
A M F S 
3 Usually it’s best for me when no one notices me. 
AM F S 
4 I’ll do almost anything to get a laugh. 
AM F S 
5 People praise me for all I’ve done but I never feel I’ve done enough. 
AM F S 
6. I think I’m just no good. 
AM F S 
7 It's probably my fault my family has so many problems. 
A M F S 
8 People say I could achieve more, but I don't have the self-confidence. 
A M F S 
9 Sometimes I wish someone would just tell me what to do. 
A M F S 
10 I always try to do the correct thing. 
A M F S 
11 Most of my friends get in trouble. 
A M F S 
12 My animals are my best friends. i 
A M F S 
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13. Angry people scare me. 
A M F S 
14. As soon as I am old enough I'm leaving home. 
A M F S 
15. I procrastinate a lot. 
A M F S 
16. It's hard for me to sit still-- I'm usually hyper. 
A M F S 
17. I feel different from other people. 
A M F S 
18. If everyone would leave me alone, I'd be OK. 
A M F S 
19. When I was a kid, I was the class clown. 
A M F S 
20. If I don’t give in to others, I feel guilty. 
A M F S 
The following statements may describe you as an adult. Please circle the response that 
you think best describes you as an aduJI- 
1. It's very hard for me to figure out what I want in a relationship. 
A M F S 
2. I'm not sure what people want me to say when they ask about my feelings. 
A M F S 
3. It's hard for me to be close to people. 
A M F S 
4. I work very hard to get approval. 
A M F S 
5. I'm really attracted to strong people. 
A M F S 
6. People think I'm a nice person but my spouse complains I won't get close. 
A M F S 
7. It's hard for me to relax with someone else around. 
A M F S 
8. I talk about my feelings. 
A M F S 
9. For parents it is important to teach their children how to control their 
10. 
11. 
12. 
13. 
amotions. 
A M F S 
When I am called into the principal's office, I fear I've done something wrong. 
A M F S 
I have been let down by my principal(s) quite often. 
A M F S 
I have decidedly fewer friends than most people. 
A M F S 
In education, it is more important to have the child learn desirable habits and 
attitudes. 1 
A M F S 
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14. I am a fairly strict person, insisting on always doing things as correctly as 
possible. 
A M F S 
15. I consider myself a very serious person most of the time. 
A M F S 
16. I've always been the super-responsible person in my family. 
A M F S 
17. I feel anxious that things will get worse, or that things won't get done. 
A M F S 
18. I feel an urge to manage the lives of others. 
A M F S 
19. I feel sure that everyone is laughing at me quite often. 
A M F S 
20. I have great difficulty in general, trusting principals. 
A M F S 
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APPENDIX C 
SUPERVISOR'S QUESTIONNAIRE 
(Abbreviated Version) 
Controlling of Others Isolated Overreacts to personal criticism 
leacher/Code#Mnsl Least Most Least Most Least 
Teacher Code# Want Desperately Split World into Have an Exaggerated 
to Please Good or Bad Sense of Responsibility 
Most Least_Most Least_Most Least 
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APPENDIX D 
WRITTEN CONSENT FORM 
Code Number_ 
To the participants in this study: 
I am Glenn Frank, a graduate student at the University of Massachusetts, in Amherst. 
The subject of my doctoral research is: The Study of Childhood Experiences on Secondary 
Teachers Who are the Adult Children of Alcoholics. I will be interviewing approximately 
thirty teachers, some of whom may have been raised in homes where one or more of the 
parents were problem drinkers. 
You are being asked to participate in this study. I will conduct one, 90 minute in-depth 
interview with you. The interview will center around what it was like growing up in your 
home, what it is like being a teacher and what your childhood experiences mean to you in 
your life. You will also be asked to complete a Greaorc Style Delineator (4 minutes) and an 
Attitude Audit Questionnaire to assess your feelings and attitudes. This information will 
assist me in understanding your childhood and the role it plays in determining your 
teaching behavior. 
The interview will be audio-taped and later transcribed by a typist (who will not be 
connected with your school and who will be committed, as I am to confidentiality). In all 
written materials and oral presentations in which I might use materials from questionnaires 
or the interview. I will not use your name, the names of people close to you, nor the name of 
your school or city. Transcripts will be typed with initials for names, and the final form of the 
interview will use pseudonyms and the questionnaires will be identified with a different 
code number for each participant. 
The data in the study will be used in my dissertation and I may want to use the materials 
for presentations to interested groups, journal articles, instructional purposes to educators, 
and I may want to write a book based upon my dissertation. 
I will be happy to answer any questions about the research procedures you might have, at 
any time. You may withdraw at any time and discontinue participation in the research 
procedures without prejudice. 
In signing this form, you are also assuring me that you will make no financial claims for 
the use of the material in your interview or questionnaires; you are also stating that no 
medical treatment will be required by you from the University of Massachusetts should any 
physical injury result from participating in this study. 
**** **** **** **** * * * * ***★ 
I,_, have read the above statement and agree to participate as 
an interviewee under the conditions stated above. 
Signature of Interviewer Date Signature of Participant 
Doctoral Student, School of Education 
University of Massachusetts, 
Amherst, Mass. 01003 
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Purpose 
The Style Delineator is a research-based self-analysis 
instrument. It is designed to help reveal a special set 
of mental qualities and mediation channels available 
to you for handling the immediate demand of life. 
The in-depth study of style can aid you to under¬ 
stand aspects of your Self and the environment. 
Serious study will reduce naivete, increase personal 
responsibility for thoughts and actions, and improve 
your relationships. 
Directions 
Before starting with the word matrix on the left, 
carefully read all seven of the following directions 
and suggestions: 
1. Reference Point. You must assess the relative 
value of the words in each group using your SELF 
as a reference point; that is, who you are deep 
down. NOT who you are at home, at work, at 
school or who you would like to be or feel you ought 
to be. THE REAL YOU MUST BE THE REFER¬ 
ENCE POINT. To take this reference point, reflect 
on the question, “Who am I?” 
2. Words. The words used in the Gregorc Style 
Delineator matrix are not parallel in construction 
nor are they all adjectives or all nouns. This was 
done on purpose* Just react to the words as they are 
presented. * 
3. Rank. Rank in order the ten Example 
sets of four words. Put a “4” in a 
the box above the word in each 
set which is the best and most 
powerful descriptor of your 
SELF. Give a “3” to the word b 
which is the next most like you, a 
“2” to the next and a “1” to the 
word which is the least descriptive c. 
of your SELF. Each word in a set 
must have a ranking of 4, 3, 2 or 
1. No two words in a set can have 
the same rank. 
4 = MOST descriptive of you 
1 = LEAST descriptive of you 
4. React. To rank the words in a set, react to your 
first impression. There are no “right” or “wrong” 
answers. The real, deep-down you is best revealed 
through a first impression. Go with it. Analyzing 
each group will obscure the qualities of SELF sought 
by the Delineator. 
Style Comparison 
The following brief synopses are condensed from the Mitid Style™research of 
Anthony F. Gregorc. Twelve of eighteen frames of reference are listed. They represent 
dominant style characteristics of the four mediation channels*. 
Mediation Channels 
Frames 
of 
Reference 
CS 
Concrete 
Sequential 
AS 
Abstract 
Sequential 
AR 
Abstract 
Random 
CR 
Concrete 
Random 
KEY WORDS Practical Probable Potential Possible 
WORLD OF 
REALITY 
Concrete world 
of the physical 
senses 
Abstract world of 
the intellect based 
upon concrete 
world 
Abstract world of 
feeling and 
emotion 
Concrete world 
of activity and 
abstract world of 
intuition 
ORDERING 
ABILITY 
Sequential step- 
by-step linear 
progression 
Sequential and 
two-dimensional; 
tree-like 
Random web-like 
and multi¬ 
dimensional 
Random three- 
dimensional 
patterns 
VIEW OF TIME 
Discrete units of 
past, present, 
future 
The present, his¬ 
torical past, and 
projected future 
The moment: 
time is artificial 
and restrictive 
Now: total of the 
past, interactive 
present, and seed 
for the future 
THINKING 
PROCESSES 
Instinctive, 
methodical, 
deliberate 
Intellectual, logi¬ 
cal, analytical, 
correlative 
Emotional, psy¬ 
chic, perceptive, 
critical 
Intuitive, instinc¬ 
tive, impulsive, 
independent 
VALIDATION 
PROCESS 
Personal proof 
via the senses; 
accredited experts 
Personal intel¬ 
lectual formulae; 
conventionally 
accredited experts 
Inner guidance 
system 
Practical demon¬ 
stration; personal 
proof; rarely ac¬ 
cepting of outside 
authority 
FOCUS OF - 
ATTENTION 
Material reality; 
physical objects 
Knowledge, facts, 
documentation, 
concepts, ideas 
Emotional attach¬ 
ments, relation¬ 
ships, and 
memories 
Applications, 
methods, pro¬ 
cesses and ideals 
CREATIVITY 
Product, proto¬ 
type, refinement, 
duplication 
Synthesis, theo¬ 
ries, models and 
matrices 
Imagination, the 
arts, refinement, 
relationships 
Intuition, origin¬ 
ality, inventive, 
and futuristic 
ENVIRONMENTAL 
PREFERENCE 
Ordered, 
practical, 
quiet, stable 
Mentally stimu¬ 
lating, ordered 
and quiet, non- 
authorative 
Emotional and 
physical freedom; 
rich; active and 
colorful 
Stimulus-rich, 
competitive, free 
from restriction 
USE OF 
LANGUAGE 
Literal meaning 
and labels, suc¬ 
cinct, logical 
Polysyllabic 
words, precise, 
rational; highly 
verbal 
Metaphoric, uses 
gestures and body 
language; colorful 
Informative, 
lively, colorful; 
“words do not 
convey true 
meaning” 
PRIMARY 
EVALUATIVE 
WORD(S) 
Good, Not Bad Excellent Super, Fantastic, 
Marvelous 
Great, Superior 
NEGATIVE 
CHARACTERISTICS 
Excessive con¬ 
formity; unfeel¬ 
ing, possessive 
Opinionated, 
sarcastic, aloof 
Spacey, overly 
sensual, 
smothering 
Deceitful, 
unscrupulous, 
ego-centric 
GREGORC 
Style 
Delineator 
A Self-assessment Instrument for Adults 
by Anthony F. Gregorc, Ph.D. 
5. Proceed. Continue to rank all ten vertical columns 
of words, one set at a time. 
6. Time. Recommended time for word ranking: 3 
minutes. 
7. Next. After all ten sets have been ranked, lift this 
flap. 
*For an explanation on how and why these words were chosen, see 
the “Development” section of An Adult’s Guide to Style. For 
reliability and validity data, see the Gregorc Style Delineator: 
Development, Technical and Administration Manual. 
‘Source: Anthony F. Gregorc, An Adult’s Guide to Style. Maynard, MA: Gabriel Systems, 1982. 
For additional information, see also: Anthony F. Gregorc, Inside Styles, Beyond the Basics; 
Maynard, MA: Gabriel Systems, 1985. 
Gabriel Systems, Inc., Box 357, 147 Main Street, Maynard, MA 01754 
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Word Matrix 
\ 
a. 
b. 
c. 
d. 
a. 
b. 
c. 
d. 
<T> <2> <3> <T> <5> 
objective perfectionist solid practical carefu 1 
with detail 
« 
evaluative research quality rational ideas 
sensitive colorful non livelv aware 
judgmental 
intuitive risk-taker insightful perceptive creative 
r r w w 
- 
thorough realistic ordered persistent product 
oriented 
logical referential proof analytical judge 
spontaneous empathy attuned aesthetic person 
onented 
trouble innovative multi experimenting practical 
shooter solutions dreamer 
Total of 
above 
Copyright © 1982, 1985, Anthony F. Gregorc, Ph.D. CS AS AR 
All rights reserved. No part of this document may be reproduced or transmitted in any form or by any means, 
including photocopying, without the written authorization of the copyright owner, except where permitted by 
law. 
Scoring 
1. Add Across. Add across the “a.” row of words in the 
first five sets. Put that total in the top “a column box. 
Do the same for the “b ”, “c” and “d” rows of the first set. 
Next, do the last group of five sets, putting the rowr totals 
in the bottom group of boxes. 
Example 
a. 
a. 
+ + / + 3 -1- X 
l + 3 -1- + 3- + / // 
Total 
of above 15 
2. Add Down. Add the top and bottom box in each scoring column to get the total for that column. 
3. Check. If your combined total scores of CS (a), AS (b), AR (c) and CR (d) is greater or less than 100, 
please recheck your addition. All four columns must total exactly 100. 
CS 
Graphing 
Use the Style Profile below to 
graph your scores. 
1. On the vertical axis leading 
toward 12 o’clock (Concrete Se¬ 
quential) place a large dot by 
the number which corresponds 
to your total CS (col.a) score. 
Example: ^ 
2. On the horizontal axis leading 
toward 3 o’clock (Abstract Se¬ 
quential), place a large dot by 
the number which corresponds 
to your total AS (col.b) score. 
Example: 
AS 
3. On the vertical axis leading 
toward 6 o’clock (Abstract Ran¬ 
dom) place a large dot by the 
number which corresponds to 
your total AR (col.c) score. 
Example: 
AR 
4. On the horizontal axis leading 
toward 9 o’clock (Concrete Ran¬ 
dom) place a large dot by the 
number which corresponds to 
your total CR (col.d) score. 
Example: 
CR — 
5. Now join the dots with 
straight lines to form a four¬ 
sided figure. CS 
Example: 
CR < AS 
You now have a graphic 
representation of your dominant 
(27-40 points), intermediate 
(16-26 points) and low (10-15 
points) style, or “mediation,” 
channels. 
AR 
- STYLE PROFILE - 
CS 
CONCRETE SEQUENTIAL 
AR 
ABSTRACT RANDOM 
i 

